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After Serbia became a member of the Bologna Process (in 2003), and adopted the 
new Law on Higher Education (in 2005), at the Faculty of Philology, as one of 31 
members of the University of Belgrade, the curricula underwent a thorough reform 
starting from the 2009/2010 academic year. The driving force behind the teaching 
reforms was an entirely new philosophy of education, and these newly created 
curricula purported to enable students to become fully-fledged capable specialists 
in their chosen area after the completion of the four-year BA program. Learning 
outcomes envisaged certified language proficiency, as well as deep understanding 
of the socio-linguistic and other numerous cultural characteristics of the linguistic 
and literary milieu of the language and culture chosen as a major. 
Equipped with such competences, graduate students could work as proficient 
interpreters and translators, but would need another year of study in order to 
become qualified as high-school or school teachers. To that aim, MA programs 
were designed as one-year studies with predominantly methodological and 
didactical courses. As the curricula were harmonized with the CEFR (The Common 
European Framework of Reference for Languages) and defined by the descriptors 
envisaged by the European Commission, the learning outcomes of the four-year 
BA programs were graded as C1 for most European languages, and B2 for the non-
European ones. The literary and cultural contexts were added and enriched, so that 
they followed the language achievement pattern and constituted one-third of the 
study time each. The reformed curricula were therefore based on the three pillars of 



equal importance: Language, Literature and Culture, for the first time in the history 
of Belgrade Faculty of Philology. 
In the course of the period from 2009 to 2019, we surveyed and studied the first ten 
years of the functioning of the reformed curricula (as a case study which makes an 
integral part of this paper). On the basis of this research, we came to certain 
conclusions testifying to the good results that were achieved and therefore enabled 
our graduates to grapple confidently with the evermore complex requirements of 
the workplace, in face of more and more rapid changes in technologies and 
working conditions. Within the culture study pillar, we started the teaching of CLIL 
(language for lawyers, language for economists, etc.), which proved to be 
particularly useful to our graduates upon their entry into the real world. Since 2019, 
we even teach Turkish as an elective course for students of other faculties, and we 
started with the Faculty of Law. 
We shall continue to monitor the results of our reforms of language teaching and to 
devise the new forms that answer the needs of increasing employability of our 
graduates, especially as the result of the newly created conditions due to the Covid-
19 pandemic and the sudden introduction of emergency online education. 
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Abstract: 
The use of educational simulations are increasingly becoming more popular as 

alternatives to traditional teaching methods when preparing students in the career fields of 
Business, Nursing, and Information Technology. While simulation pedagogy has been utilized 
for training preservice teachers to evaluate self-efficacy, as well as teacher confidence and 
pedagogical balance, little research has been conducted on the effectiveness of live in-class 
simulations to improve teachers-candidates (TCs) pedagogical practices working with diverse 
English learners (ELs). 

The researchers conducted an action research project that implemented in-class fishbowl 
simulations in a teacher-preparation methods course. Five TCs provided informed consent to 
take part in this study. The purpose of the study was to seek better understanding of TCs’ beliefs 
and behaviors on second language acquisition (SLA) and assist them as they develop their 
teaching capacity to support ELsin various K-12 settings. This study is an effort for ongoing 
program improvement which targets an often overlooked disconnect with the dichotomy of 
theory and practice in a teacher preparation program design. Different forms of coaching were 
implemented during each simulation in which candidates received critical and constructive 
feedback from the instructor and their peers based on the observations made.  

Multiple forms of data were collected to determine the efficacy of the fishbowl 
simulations. These data were used to examine the relations between participants’ beliefs and 
their actions related to these beliefs regarding SLA instruction in K-12 settings. Data results are 
discussed, proving fishbowl simulations as a valid option for improving teacher-candidate 
teaching efficacy. Analysis of the findings also provide teacher-educators insights about course 
design and how to provide TCs targeted support in effectively teaching ELs. 

 
  



Introduction  
The face of public education in America is changing and becoming increasingly more 

diverse. According to the National Center for Education Statistics (2020), in 2017, English 
learners (ELs) comprised 10.1% (roughly 5 million students) of all students in U.S. public 
schools. Since 2000, school enrollment has increased by 28% nationwide (Mitchell, 2020), and 
while California saw a decrease in overall EL enrollment in 2018, it still has the largest 
concentration of ELs in the nation with 1.148 million students whose home language is other 
than English (California Department of Education, 2020). In relation to the rest of the United 
States, California overwhelmingly leads the country on diversity in multiple areas including 
ethnicity, religion, sexual orientation, gender identity, and English learners in schools with at 
least 75 world languages spoken by California’s EL population (Ed100, 2020; California 
Department of Education Data Reporting Office, 2020).  

The staggering numbers of ELs in California public schools are a resounding call for 
action in the state’s teacher education programs as they prepare teacher candidates (TCs) to work 
with linguistically and culturally diverse students. While most teacher preparation programs have 
at least one course that focuses on teaching ELs, many TCs enter the teaching profession with 
inadequate experiences working with this student population.  

We, the researchers, are both teacher-educators in a California state university. Through 
our interaction with TCs in class and our examination of their written work and subsequent 
performance in student teaching, we noticed that TCs had gaps in their working knowledge of 
second language acquisition (SLA) strategies. In secondary schools, ELs need to comprehend 
unfamiliar concepts with unfamiliar content-specific vocabulary, and the cognitive demands of 
using academic language to engage higher-order thinking can be overwhelming to ELs. Without 
adequate instructional support, ELs do not have a reasonable chance for academic success. It is 
plausible to assume that there is a natural maturation for TCs to develop the abilities to diagnose 
the source of their ELs’ learning struggles during instruction and provide  them targeted and 
purposeful interventions to address these needs. Under the pressure of “sink or swim,” the TCs 
could acquire the strategies naturally in the field through incidental exposure over the course of 
student teaching. 

However, as the teacher-educators, we were  not satisfied with the dichotomy of theory 
and practice in the teacher education course design where TCs learned about the theory behind 
evidence-based practices in the methods courses and then applied them in the context during 
student teaching. We wondered if there could be a smoother transition thereby bridging the gap 
between theory and practice. There should be a time and space allocated in the coursework for 
the TCs to try out these strategies before working with their K-12 students. In this designated 
space, teacher-educators could facilitate the TCs’ development of the awareness of ELs’ 
academic learning needs, as well as explore the connections between the TCs’ beliefs and actions 
in teaching ELs. To address this gap in the teacher preparation course design, we decided to 
implement in-class fishbowl simulations in a methods course with our TCs to allow them 
focused opportunities to practice SLA strategies that can best support their ELs prior to working 



with their secondary students. The implementation of fishbowl simulations also allows TCs to 
examine their beliefs and approaches to teaching ELs.  

The purpose of this qualitative action research project was to better understand TCs’ 
perceptions and approaches of teaching ELs . Additionally, we hoped to test the efficacy of 
fishbowl simulations with a targeted concentration on the use of second language acquisition 
strategies and methods. We chose to implement fishbowl simulations as a non-graded, in-class 
learning activity  for this action research because it provides a low-stakes environment for TCs to 
field test their teaching approaches. We sought to answer the following research questions in this 
study: How do teacher candidates’ (TCs) beliefs regarding second language acquisition (SLA) 
influence their ability to support English learners (ELs) in their classes? How can 
simulation-based coaching practices influence their beliefs and their teaching efficacy?  

Literature Review  
We explored three different areas of literature that impacted our guiding inquiries to 

better understand the existing scholarship on the use of educational simulations, teacher 
perspectives on SLA, and the influence of coaching in teacher education.  
Uses of Educational Simulations 

Simulations are not new to pedagogical practice and have been used “to replace and 
amplify real experiences with guided ones” (Lateef, 2010). With a history dating back to World 
War II, digital simulations have been used as learning exercises to inform, train, and prepare for 
real warlike experiences (Harrison, 2010). The use of educational simulations have increasingly 
become more popular as alternatives to traditional teaching methods when preparing students in 
the career fields of Business, Nursing, and Information Technology (Ben-Zvi, 2010; Cook & 
Swift, 2006; Pike & O’Donnell, 2010).  
In the field of teacher education, simulation pedagogy has been utilized for training TCs to 
evaluate self-efficacy (Bautista & Boone, 2015; Pike & O’Donnell, 2010), as well as teacher 
confidence and pedagogical balance (Hopper et al, 2013; Knezek et al, 2015). Girod and Girod 
(2006 & 2008) suggested that an adopted simulation as pedagogy through the use of web-based 
student simulations can help with teacher preparation programs to increase teacher effectiveness 
on student learning. The benefits of simulations is that they target specific scenarios and remove 
superfluous distractors so that the learner can engage in focused and intentional learning of the 
targeted skills and have a better chance to apply these said skills in real-life contexts. However, 
little to no research has been conducted on the effectiveness of live in-class simulations to 
improve TCs’ pedagogical practices working with diverse ELs.  
Divergent Thoughts in Second Language Acquisition 

We also considered literature relating to teachers’ perspectives on second language 
acquisition. Teacher effectiveness is one of the most powerful elements that affects student 
learning (Darling-Hammond & Young, 2002; Ding & Sherman, 2006). Knowing what 
pedagogical methods and strategies that work best for one’s students is imperative to positive 
student achievement. Olvera (2015) suggested that teachers of ELs can reduce deficit thinking by 



surveying their students to better assess their academic growth and linguistic proficiency in 
English.  

Getting to know our students in meaningful ways including understanding their 
perceptions of their own learning leads educators to improve their own teaching practice for the 
beneficence of student academic achievement. In a study that considered both teacher and 
student perceptions on the types of language learning strategies they felt most impacted 
academic achievement, Griffith and Parr (2001) reported that teachers believed that students 
relied heaviest on memory strategies whereas the ELs in the study reported utilizing social 
strategies most when learning English as a second language. It is important to note that these 
results demonstrate a significant difference in the ways that those ELs chose to navigate their 
own language learning. The use of memory strategies are individualized approaches to learning 
(i.e., reviewing one’s class notes or using flashcards) while social strategies include more 
collaborative means to language learning and comprehension (i.e., asking classmates for 
explanations). Differences between teacher and student perceptions on the use of in-class 
activities in foreign language courses also share similar disconnect between teachers’ and 
students’ beliefs and actions. Hawkey (2006) noted learners’ perceptions on the prominence of 
various classroom activities were different than those of the teachers who initiated them. Some 
prominent results showed that students considered grammar exercises more important than 
teachers, while teachers estimated pair discussions significantly more impactful for student 
learning than the students themselves. Both studies showed that teachers and students 
demonstrate disconnect between their beliefs and their actions.  
Benefit of Coaching in Teacher Education 

 The scholarship on coaching has grown exponentially in the last couple decades, and this 
review of the literature is not meant to address all aspects of this topic. Knight (2009) provided a 
relevant definition of what coaching is as it relates to educators when he wrote, “Coaching is not 
a quick fix; it is an approach that offers time and support for teachers to reflect, converse about, 
explore, and practice new ways of thinking about and doing this remarkably important and 
complex act, called teaching” (p. 2).  

Coaching methods to promote and support high-quality teaching proved to be extensive. 
Several studies employed the use of in-the-moment feedback transmitted to educators via 
headsets and earbuds while teaching live which suggested improved teacher confidence and an 
increase of modeling strategies (Coogle et al., 2016; Stahl et al., 2016). Won, Liu, and Bukko 
(2019) suggest that coaching is most effective when it is built on mutual trust between the coach 
and TC. Feedback is most helpful when it is immediate and specific. Teachers who also 
experienced multi-session instructional coaching reported improved student achievement as 
opposed to teachers who only received administrative assistance (Teemant et al., 2011). The use 
of peer coaching where TCs were trained to act as coaches for each other showed promise in 
producing quality feedback from peers and mentors alike (Hudson et al., 1994). Most of the 
previous studies on coaching done with respect to teacher education utilize coaching in the 
context of either student teaching or as professional development. This type of coaching model 



would be different from simulated experiences conducted in other professions such as the 
medical, legal, or military fields where simulations and coaching are done as practice and not 
done in real-life contexts (i.e., mock trials, practice of medical procedures on dummies or 
cadavers, or military digital simulations).  

The literature review gave us inspiration on the design of our action research. 
Specifically, we chose educational simulations (i.e. fishbowl simulations) to bridge the perceived 
disconnect between theory and practice in teacher education program design. The fishbowl 
simulations were designed as a platform for TCs to examine their beliefs and teaching behaviors 
through the perspectives of teachers, students, and independent observers. Fishbowl simulations 
also provided us opportunities as teacher-educators to hone our coaching skills when working 
with our TCs.  

Methods 
This study is an action research project with the purpose of better understanding 

participating teacher perceptions on the learning needs of English learners and the efficacy of 
their chosen instructional moves to meet their ELs’ learning needs. Such understanding can help 
teacher educators to gain a better insight about the overlooked areas of their teacher preparation 
program, specifically in the area of identifying an ELs’ learning needs and the strategic choice of 
instructional moves to support students’ second language acquisition. As such, this action 
research incorporates the elements of qualitative research and uses a constructivist lens to help 
teacher educators make sense of the teaching and learning processes in the context of teaching 
general and content-specific pedagogy (Merriam, 2009; Mills, 2014). We chose a constructivist 
lens to discover the emergence of meaning manifested in artifacts and actions in response to 
lessons learned in Girod and Girod (2006) where TCs did not have a time and space to develop 
teaching proficiency. We did not enter this study with a pre-existing theoretical framework, but 
rather, we created the fishbowl simulations as a platform that provided time and space to 
accommodate TCs’ needs for acquiring effective SLA applications in a low-stakes environment. 
Participants 

This study uses a convenient sampling of five participating TCs in the Single Subject 
Credential Program at one public, state university. They were in the second semester of their 
teacher preparation program and have assumed the full responsibilities of the teacher of record. 
Prior to this course, they had 16 weeks of close participatory observation with the same class of 
secondary students across different settings. They were recruited from the same methods class, 
and the context of their study was to use SLA strategies to support ELs in their secondary 
classes. All participating TCs have given their informed consent for the researchers to use their 
data for research purposes, and all participants were given pseudonyms to protect their 
confidentiality. Aaron, Roger, and David were seeking specialization in English, Brianna in 
World Languages (Spanish), and Michael in Physical Education. The first author also 
participated in the study, acting as the coach in the fishbowl simulations.  
Procedure 



This study is based on a series of fishbowl simulations prior to the outbreak of 
COVID-19. Over the course of the study, each participating TC had an opportunity to play the 
roles of teacher, targeted EL, and designated observer. As a teacher in the simulation, the 
participant needed to submit an outline of their lesson plans that they wished to enact inside the 
fishbowl simulation. The lesson plan included instructional goals, state standards, and English 
Language Development standards to support ELs’ language acquisition along with planned 
instructional activities and ways to support ELs in the lesson. As a targeted EL, the participant 
needed to create a learner profile that described the cognitive attributes, needs for academic 
learning, as well as social-emotional learning. These learning profiles were based on an authentic 
profile of the ELs with which the TCs had prior extensive contact. Both the lesson outline and 
learner profile were completed before each fishbowl simulation.  

The fishbowl simulations were conducted similar to a theater performance with each one 
videotaped for data analysis. The ones who played the role of the teacher and students were 
“inside the fishbowl.” The other students were “outside of the fishbowl,”  and acted as observers. 
Unlike typical microteaching, in this study, the TCs were instructed to teach 15-20 minutes 
where they could practice a series of instructional moves including reteaching, if needed 
(Anderson & Antes, 1971). At least one TC for each simulation was chosen as the designated 
observer who took copious notes about the enactment and their feedback for the performance. 
The first act of fishbowl simulation was a 10-minute lesson demonstration with possible 
“in-the-moment coaching” where the coach would interrupt the enactment and provide the 
“teacher” necessary coaching on their instructional moves. Following the first act is a 5-minute 
intermission where the coach invited the observers to give affirmative and constructive feedback 
on the first act. Based on the feedback, the teacher and students would proceed with the second 
half of the simulation, focusing on the directive feedback received from the coach. The 
simulation would end with the whole class debriefing each fishbowl simulation. The teacher in 
the simulation would watch their own teaching video and write a critical reflection on their 
teaching performance based on the given writing prompts, and the reflection could have been an 
extension or rebuttal of the debriefing.  
Data Analysis 

We, the researchers, collected data from multiple sources including TCs’ teaching videos, 
proposed lesson outlines, created EL learner profiles, designated observer field notes, and critical 
reflections. We used general coding to analyze data to discover the emerging themes about TCs’ 
beliefs and their actions of practicing SLA strategies inside the fishbowl. The two researchers 
collaborated during simultaneous coding sessions to achieve consensus in terms of identifying 
the emerging themes. Triangulating data from multiple sources allowed us to examine  the 
alignment or misalignment between beliefs and actions as well as intended and actual outcomes.  

Results 
The results of this action research accounted for the two guiding questions that led our 

study. For ease of expressing the results, we categorized them into two main groups--what TCs 



recognized and what coaches (i.e., researchers) recognized, and will present them according to 
our original research questions.  
Beliefs and Actions 

The data analysis of the first research question “How do TC’s beliefs regarding SLA 
influence their ability to support ELs in their classes?” produced several findings. We found that 
all of the participating TCs recognized that they had naive assumptions about ELs’ prior 
knowledge by assuming their ELs would remember ideas mentioned the prior year. On several 
occasions during intermission coaching or debriefing sessions, David and Michael were 
questioned about their use of tiered, subject-specific vocabulary without adequate introduction or 
review of such terminology in their lessons to which they would respond that the students should 
have been exposed to those terms in previous grade levels. This suggested a trend of believing 
superficial coverage without extensive practice and exposure to academic vocabulary was a 
sufficient foundation for content acceleration. Aaron and Roger assumed that if the ideas being 
posted on the Powerpoint slides, their ELs would readily comprehend the content vocabulary as 
well as the main concepts of the slides. They often overestimated students’ breadth and depth of 
vocabulary knowledge and ELs’ ability to correctly activate relevant prior knowledge to make 
sense of the lesson presented. Consequently, all English TCs (Aaron, Roger, and David) spoke at 
the brisk pace with little cadence to emphasize their main points which did not allow much time 
for ELs to process the information. All TCs but Brianna spent most time lecturing, with few 
repetitions of the unfamiliar key vocabulary words used in the academic discourse. The TCs’ 
naive assumptions also manifested in the absence of ongoing checks for understanding in the 
fishbowl simulations. With the exception of Brianna, there were limited student-teacher 
interactions. In their critical reflections, the TCs stated that they initially thought that it would be 
adequate if they had done checks for understanding by using thumbs-up/thumbs-down or asking 
students “Any questions?” Through the coaching and peer feedback, they recognized that they 
had either overestimated or underestimated the needs of ELs. Additionally, TCs’ checks for 
understanding remained at a superficial level which led to limited uses of helping ELs learn 
better. It is noteworthy that Brianna seemed to have a deeper understanding of ELs’ unique 
learning needs due to prior training in teaching a world language. She implemented total physical 
response and seized multiple opportunities to use choral repetition to help her ELs pronounce 
unfamiliar words. However, she did not teach ELs to use prefixes or suffixes to figure out the 
meaning of these content-specific vocabulary. 
Benefits of Coaching 

The data analysis of the second research question “ How can simulation-based coaching 
practices influence their beliefs and their teaching efficacy?” yielded several findings as well. 
Over the course of fishbowl simulations, all TCs recognized that they lacked a realistic concept 
of time during the instruction. They overestimated the amount of content they could cover in the 
given 20 minutes of the fishbowl simulation. While the coach pointed out that there was an 
overload of printed content on the TCs’ Powerpoint slides, the participants had not processed 
how much information they actually had included in their presentations and its impact on ELs’ 



learning experiences until TCs reviewed their teaching videos and completed their critical 
reflection. Through peer feedback and their critical self-reflection, the TCs realized that dense 
information could compete with the ELs’ attention and ability to process verbal instruction. 
There were few student-teacher interactions in most of the fishbowl simulations for the 
enactments were mostly teacher-led lectures.  

Peers who played the designated observers did let Brianna know that she successfully 
incorporated think-time and visual aids (e.g., as images and key vocabulary in the written form) 
to help ELs to process and comprehend the content. However, the coach noticed that in her 
critical reflection she only had a restricted view of the needs of the ELs. She assumed if students 
could pronounce the words correctly, they would understand the meaning of the words.  

The use of proxemics was addressed differently amongst TCs in their fishbowl 
simulations. While Michael was pacing mindlessly in front of the students, Roger circulated 
between students to make sure the targeted ELs had filled in the blanks of their handout properly. 
Michael’s pacing in front of his students suggested a lack of physical awareness and 
understanding of the effective use of proxemics. Roger used his physical presence as a way to 
make sure his ELs were on task. In both examples, their use of proxemics (or lack thereof) was 
mentioned to them during the coaching process. In Michael’s case, no change was made in the 
second half of the lesson, whereas Roger demonstrated an emerging understanding of affirming 
positive student engagement.  

During the intermission and whole class debriefing, the coach invited the designated 
observers to give the teachers affirmative and constructive feedback based on their performance. 
In the critical reflection, all TCs stated that they found it was empowering to receive positive 
feedback from peers. They also appreciated the constructive feedback from the coach and peers 
which helped them notice the flaws in their instruction. The coaching and feedback they received 
during the intermission and debriefing gave TCs a unique insight into their teaching performance 
when they went back to watch their own teaching videos. Without the debriefing, they would 
have stuck to a holistic and superficial level of self-evaluating their own simulation in which 
they viewed as a merely nerve-wracking experience. With the debriefing, the TCs used the 
provided writing prompts to analyze the positive and negative impacts of their own instructional 
moves. They also stated that they would carry out the lessons learned in the fishbowl simulations 
in their future teaching. Overall, we concur that TCs found fishbowl simulations to be an 
effective tool to help examine TCs’ beliefs about the needs of ELs and their teaching approaches 
to support them.  

Discussion  
In this action research, we have identified some insights on the teaching-learning process 

of supporting ELs which can help our program improvement. First, we recognized that more 
work should be done to boost TCs’ awareness of their naive assumptions about ELs’ abilities and 
learning needs. By comparing the proposed lesson outlines, learner profiles, and the 
corresponding teaching videos, we guided TCs to identify multiple real-life examples related to 
their faulty assumptions on ELs’ vocabulary knowledge and prior learning. TCs could have 



overestimated their ELs’ ability to correctly remember what they had acquired in prior classes or 
grade levels. They could also have underestimated their ELs’ ability by taking on a deficit view 
solely based on the label “English learner.” As a result of these misconceptions, TCs had 
difficulty gauging the lesson at a level of challenging-but-attainable. It is our responsibility as 
teacher-educators to select some realistic instructional examples (i.e., activate students’ prior 
knowledge and establish relevance for learning the content) to illuminate these areas of 
misconceptions and provide modeling and explanation that allow TCs to better understand the 
implications of their beliefs and behaviors on their ELs’ learning experiences and outcomes. 

Second, we also noticed that TCs had restricted and limited understanding on the use of 
multiple representations to convey content, which is one of the principles of Universal Design of 
Learning (CAST, 2021). TCs need to learn that the uses of multiple representations can provide 
alternative views to retrieve information and build connections with prior knowledge (Seufert, 
2003). For example, when ELs receive information via images of realia, gestures, and verbal 
explanations, they get information from different channels which can augment their 
understanding and help them conduct effective communication with needed scaffolding.  

Through the examination of their teaching videos and their critical reflections, we noticed 
that TCs assumed that placing written words on the Powerpoint would constitute providing 
visual aids that can sufficiently complement their verbal instruction. These TCs also assumed 
that placing their content in written form can function as adequate scaffolding for their ELs to 
understand the content-specific vocabulary, many of which are unfamiliar multisyllabic words. 
TCs, such as Brianna, often assumed familiarity is the gateway for content mastery. TCs need to 
understand that each EL has different entry points to understand unfamiliar words or concepts. 
Merely repeating the same information to the same confused students yielded little benefit to 
their learning. TCs need to find different means of communication to add to the clarity of 
instruction. This can be achieved through the use of total physical response (TPR), word 
association, and the use of imagery in conjunction with the learned vocabulary.  

We noticed that all TCs did not address the ELs’ areas of confusion. For example, they 
did not provide student-friendly explanations, connect words to prior schemas, or deconstruct 
vocabulary by breaking words down by their prefixes or suffixes. The absence of needed 
scaffolding became barriers for ELs to have meaningful access to the content. Timothy Shanahan 
(2016) suggests that students need to be exposed to the same words 8-25 times in multiple forms 
such as reading, writing, listening, and speaking the same words in multiple contexts to 
sufficiently acquire memory of high frequency words. For example, on several occasions, 
Michael mentioned specific academic words such as “lunge,” “burpee,” and “planking” when 
explaining personalized workouts he wanted students to perform. However, he failed to model 
these words or question students about their comprehension of these terms. To alleviate any 
confusion, Michael could have quickly performed the physical exercise, have a more 
knowledgeable student demonstrate it, or used procedural images that showed students how the 
exercise was performed. It is our responsibility as teacher-educators to help TCs understand 
different levels of knowing the words. This includes word recognition, word pronunciation, or 



relying on contextual clues (including illustrations) to guess the meaning of words, or being able 
to explain the meaning of the words and their uses across multiple contexts. It is also our 
responsibility as teacher-educators to model and support our TCs’ development of strategies to 
establish relevance in their teaching which can help their ELs activate purposeful learning.  

Third, in addition to the areas of needed improvement, we and the TCs all noticed the 
incidences of success in their use of proxemics to monitor students' learning behaviors and 
facilitate their engagement of learning the content. In debriefing sessions and written reflections, 
TCs noticed that the “teachers” in the fishbowl sometimes moved closer to students so that they 
could listen in their small group discussion or check their accuracy of their work. The uses of 
proxemics are rudimentary, but yield great benefit in the context of classroom management and 
helping struggling ELs (Martinez-Maldonado et al., 2020). 

Next, we and the TCs all recognized the importance of debriefing feedback TCs received 
during the intermission and at the conclusion of each simulation. In each fishbowl simulation, 
TCs received three types of feedback: affirmative feedback, constructive feedback, and directive 
feedback. Immediate affirmative feedback can be empowering for the TCs as they are likely to 
replicate similar practices in their future teaching because they have previously witnessed their 
effects. Constructive feedback can be instrumental  because it helps TCs recognize the areas they 
might overlook. TCs can detect the discrepancy between their intention and actions, or beliefs 
and behaviors. This newly acquired awareness can shape their practices to make targeted 
improvement on better facilitating ELs’ academic learning. Directive feedback helped TCs to 
move forward with the lesson learned in which they practiced how to use reteaching to help 
clarify ELs’ confusion. It also helped them  nudge ELs  to learn at a deeper level. These 
immediate and specific feedback can have a positive impact on teaching efficacy if the TCs hada 
high regard and an established mutual trust with the coach (Won, Liu, Bukko, 2019).  

All participating TCs reported that they had learned a great deal in their own recorded 
teaching videos. They not only found specific examples to confirm the praises they received 
from peers, but they also found areas they overlooked while in the midst of the fishbowl 
simulations. In their critical reflections, they talked about the flawed thought process that led to 
missed learning opportunities and what they could have done differently. They incorporated 
what they had  learned in coaching and debriefing and conducted in-depth critical self-reflection. 
Such guided reflection  had a great impact on honing their teaching skills as we see in Aaron’s 
critical reflection:  

As I previously mentioned, I know I looked down at my notes too many times 
during the first 5 minutes. However, after it was pointed out, I think I did better the 
next 5 minutes of teaching. I also think once I got into the meat of the lesson, I 
was in the moment more, and thinking less of the “fishbowl.” I was also able to 
see the facial expressions of those not in the fishbowl and how they reacted to 
my lesson as well. I know my body language and gestures got better and 
reflected a more positive environment. 



In his reflection, Aaron demonstrated his awareness of needing to engage with students, his own 
physical presence in the teaching-learning process, and how difficult it was to teach in the 
transition (i.e. the beginning of a lesson). He acknowledged his own nervousness and stated that 
teaching behaviors can be managed by responding to the guidance of coaching. He reported his 
subsequent improvement after coaching gave him confidence for he had witnessed immediate 
benefits in his teaching. Together, the elements of in-the-moment coaching along with a critical 
reflection on one’s recorded teaching video and written feedback from peers, TCs were afforded 
the opportunity to engage in guided  reflective practice that enhances TCs’ learning experiences. 

Last, reflecting upon the findings of these two research questions, we recognized that as 
teacher-educators, we should have modeled these often-mentioned effective teaching practices 
(i.e., providing student-friendly explanations of vocabulary words and what checking for 
understanding entails) and explained the rationales behind choosing these selected instructional 
moves. We recognized the gaps between different levels of knowing: remembering, 
comprehending, and applying an instructional move effectively. Without subsequent debriefing 
or explanation, the TCs might not understand why the instructional moves might not yield the 
optimal effect. To truly help TCs engage in deep learning and bridge the gap between theory and 
practice, teacher-educators need to model and provide ample opportunities for TCs to mindfully 
practice multiple evidence-based practices in different contexts and follow up with ongoing 
critical reflection to identify their own “glows and growth” in learning these SLA strategies.  

Not all TCs can readily analyze the connections with what teaching approaches should 
best fit in a given teaching scenario, how to implement it in that context, and why this approach 
can address the issue at hand. To make this invisible learning process visible to TCs, 
teacher-educators need to explicitly make the alignment between how to teach a SLA strategy 
and why it is effective. For example, to help students grasp the learning goal, the TCs posted the 
instructional goals in the Powerpoint slides and invited students to recite these goals as a choir or 
individually. TCs assumed reciting of the learning goals would be sufficient evidence that 
students understood the big ideas they were about to learn in class and were readily motivated to 
engage in purposeful learning. Through coaching, TCs learned about the missed learning 
opportunities resulting from these faulty assumptions. They should have asked students to 
explain the goals in their own words to verify their levels of comprehension. 

Through coaching, we can teach TCs use anticipatory questions to pique their interest and 
become keenly aware of their learning objectives. Moreover, teacher educators recognized that 
TCs had done checking for understanding at a superficial level. These nominal “checking for 
understanding” moves had limited benefit to help TCs ascertain the evidence that ELs 
understood the content presented. It has been noted that TCs often had an erroneous  assumption 
on how well ELs understood content-specific vocabulary. Teacher educators need to help TCs to 
construct a student-friendly explanation and how to use these words in academic discourse so 
that they can facilitate the ELs’ academic learning. 

Implications  



While recognizing the uses of fishbowl simulation in the context of SLA is still in its 
infancy, several ideas have emerged from this action research. First, we need to be aware of the 
preconceived notions TCs have brought to the learning process, just like the TCs need to become 
aware of their ELs’ prior knowledge and learning deficits they bring to the learning process. We 
need to allocate time and space to help TCs examine their assumptions. Second, we found that 
in-class educational simulations such as fishbowl simulations to be a feasible alternative forum 
for TCs to demonstrate their understanding of pedagogy and their teaching skills. These fishbowl 
simulations can be used as a formative assessment that help teacher educators to identify the 
areas that they need to focus, expand on, or reteach. Third, we learned that we need to create 
different alternative ways to allow TCs to demonstrate their competency or practice teaching 
strategies in low-stake environments in which they can receive specific and immediate feedback. 
Embedding these clinical practicum-like exercises in a methods course can create a seamless 
transition and prepare TCs for their student teaching. Finally, we encourage future research that 
seeks to replicate this action research in different contexts including teaching in various grade 
levels, content areas, working with different student populations, or utilizing fishbowl 
simulations in virtual environments.  
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Abstract 

A program leader can build trust with students, parents, and teachers in an effective intensive 
language training program that serves as interventions to support skills development, student 
involvement, academic performance, and increase the school image. Although high power 
distance culture and the prevalence of authoritative-oriented leadership style in China, the school 
leader in a language intensive program center is different from the public-school principals. 
However, there is little empirical research on the trust-building process from the perspective of 
school leaders. The study explores school program leaders' role in building trust with teachers, 
students, and parents and investigating the cultural issues in creating a supportive learning 
environment. The descriptive qualitative research design was employed to understand the school 
program leaders' personal experiences among students, parents, and teachers from 2012 to 2019 
in Beijing. The author found that the school principal needs to create a trust culture, 
companionship, and positive school characteristics, such as empathy, disposition, creativity, 
equality, and social justice, essential for school implementation. The study synthesizes the 
significant themes of building trust with students, parents, and teachers in school. The strategies 
identified for students are to respect, build rapport, be consistent, and occupy a role in life. 
School principals, parents, and teachers believe that building trust with students need to be aware 
of students' behavioral indicators, such as personal life challenges, sharing an opinion, thoughts, 
or feeling; support school mission and satisfaction to program expectations. School principals' 
strategies could establish a robust supportive trust culture with teachers, such as respect, equality, 
value, policy support, and working environment. School principals' strategies are to build a 
positive trust culture with parents, such as communication, professional standards, respect, 
honesty, qualification, and empathy leadership. Finally, this study discusses the theoretical 
implications of findings and the practical implications of building trust among school key 
stakeholders in Beijing.  

Keywords: trust, China, social justice, disposition, empathy, leadership 

 
 
 
 
 
 
 
 
 
 
 
 
 



Introduction 
 

School program leaders play a vital role in creating a trust-based interpersonal 

relationship among students, teachers, and parents in leading school improvement (Baktir & 

Watson, 2020; Zhang & Koshmanova, 2020). They aim to create a trust learning environment 

and make a trust healthy learning environment (Crane, 2020; Kwak, Tomescu-Dubrow, 

Slomczynski, & Dubrow, 2020; Tsai, Morse, & Blair, 2020; Udomkit, Ensslin, & Meinhold, 

2020; Zhang & Koshmanova, 2020) in leading school development. Creating trust among school 

community stakeholders, including principals, teachers, students, and parents, could improve the 

school effectiveness and meet the expectations towards reaching the goals set in the exam-

oriented contexts (Baktir & Watson, 2020; Festenstein, 2020; Weinstein, Raczynski, & Pena, 

2020; Zhang & Koshmanova, 2020). 

With trust among school stakeholders, school principals could enlarge social networks, 

run schools efficiently, and create a positive learning environment (Baktir & Watson, 2020). 

Trust could reduce transaction costs, drive economic growth, fulfill the roles of satisfaction, and 

allow relationships with stakeholders to be productive (Festenstein, 2020). Trust could facilitate 

communication goals, create a supportive learning environment, and lead to value creation (Baik, 

Russell, Jordan, Matlock, Crane, 2020; Dooley, & Creber, 2020; Baktir & Watson, 2020). 

Building trust reduces conflict and fosters cooperative international interactions (Davies, Edney, 

& Wang, 2020; Festenstein, 2020; Janvier, Farlow, Barrington, Bourque, Brazg, & Wilfond, 

2020; Zhang & Koshmanova, 2020).  

However, in the exam-oriented educational environment in a language training center in 

Beijing, school principals could not create a strong trust relationship in leading the school 

development and effectiveness (Zhang & Koshmanova, 2020). Among the school stakeholders, 



school principals could not trust each other because of the competitive job markets. Due to the 

power distance culture, school principals need to create a supportive learning environment and 

build a trust relationship to improve their effectiveness (Zhang & Koshmanova, 2020). Although 

school principals face many challenges among school stakeholders, they need to enhance the 

strong connection in improving the school effectiveness and development in creating a strong 

relationship of trust (Crane, 2020; Poon, 2013; Zhang & Koshmanova, 2020).  

Therefore, school principals need to build trust actions, including ability, benevolence, 

integrity, responsiveness, volunteerism, and transparency, to improve school development 

(Crane, 2020; Poon, 2013). Specifically, this study explores how school principals create trust in 

improving education quality and answering the following research questions. This study explores 

school program leaders' role in building trust with teachers, students, and parents and 

investigating the cultural issues in creating a supportive learning environment in schools. 

1. What is the existing relationship trust between principals, teachers, parents, and students 

in the exam-oriented educational context?  

2. How do the school principals create a trusting relationship among school stakeholders, 

including teachers, students, and parents in language learning? 

3. How do the school principals improve school effectiveness and development by building 

a trust culture in school?  

Literature Review 
 

Building trust among students, parents, teachers, and principals serves as interventions to 

support skills development, student involvement, academic performance and increase the school 

image in the power distance culture (Zhang & Koshmanova, 2020). Trust creates a healthy 

relationship among school principals, teachers, parents, and students (Crane, 2020; Weinstein, 



Raczynski, & Pena, 2020; Zhang & Koshmanova, 2020). Therefore, this literature pointed out 

the importance of trust for school principals among the stakeholders and creating a trust learning 

environment for school improvement.  

The Importance of School Principals Create Trust among Stakeholders 

Creating a trust learning environment is a significant factor for school principals in 

motivating teachers, students, and parents who engage in academic achievement. Trust has five 

facets: benevolence, honesty, openness, reliability, and competence (Weinstein, Raczynski, & 

Pena, 2020). For example, Chicago's public schools highlighted that the trust cultures could 

improve students' outcomes and achieve the school improvement target (Weinstein, Raczynski & 

Pena, 2020). Only if the school principals could create a trusted environment, could the school 

stakeholder exchange their thoughts to achieve the school outcomes (Crane, 2020)? School 

principals could cooperate with teachers, students, and parents to face the risk and enter into a 

productive exchange (Crane, 2020). 

In contrast, mistrust decrease school performance and work effectiveness because they 

could not support each other (Crane, 2020). In the power distance and competitive job market, 

teachers are afraid to share their thoughts and provide useful suggestions to the school principals 

because they fear losing a job. If school principals could not create trust and respected school 

cultures, the school stakeholders such as teachers, parents, and students could not exchange their 

ideas and work together. Also, making a trust culture could improve school performance and 

work together to respond to the students' needs (Zhang & Koshmanova, 2020). The trust image 

could motivate stakeholders to build a strong friendship in leading school improvement and 

make stakeholders feel secure (Groote & Bertschi-Michel, 2020), and increase school social 

reputation and enrollment rates (Zhang & Koshmanova, 2020). 



School Principals Create Trust for School Improvement 

Crane (2020) stated that creating trust guided by school principals could improve school 

achievement and impact school attention and resources. Although the exam-oriented educational 

environment causes stakeholders' mistrust among them, the school principals must develop the 

core academic values such as trust, cooperation, respect, resilience, and a positive mindset 

through communication skills. Only if school principals create a trust learning environment can 

the school lead the students to build their actions for ability, benevolence, and integrity (Crane, 

2020)? Crane (2020) believed that a strong relationship of trust among school stakeholders could 

increase their self-efficacy, achievement, and actions with positive attitudes. Also, a trust 

learning environment could help stakeholders to improve school reputation (Crane, 2020). 

Therefore, school principals can surely improve school outcomes only if they could create trust, 

respect, and supportive teaching and learning culture.  

Methodology 
Research Design 
 

In this study, a qualitative descriptive research design explores school program leaders' 

role in creating a relationship of trust in the exam-oriented educational context (Lincoln & Guba, 

1985; Zhang & Koshmanova, 2020). It allows school principals to understand how teachers, 

students, and parents work in trust-based teaching and learning contexts. The study also 

investigates the experiences of school principals in creating a trust culture among school 

stakeholders. The qualitative research focuses on school principals' experiences, thoughts, and 

attitudes as a specific phenomenon in exploring the importance of trust in school improvement in 

competitive social contexts (Creswell, 2007).  

The descriptive and interpretative analysis approaches use to analyze the school 

principals' experiences, beliefs, and opinions through coding, categorizing, and synthesizing 



(Crotty, 1998; Denzin & Lincoln, 1994). A computerized-aided qualitative analysis software 

called N-Vivo 12 analyzes school principals' experiences on building a strong relationship of 

trust among students, parents, and teachers in a language training center in Beijing in providing a 

quality of education to the students (Zhang & Koshmanova, 2020).  

Data Collection, Data Analysis, and Trustworthiness 

Data includes authors' classroom observation notes, teaching materials, memos, and 

reflection notes from the years of teaching and administrating from 2012 to 2019 in Beijing. The 

author has experience studying and working in mainland China and overseas in a multicultural 

educational context, which helps the author recall and synthesizes the major themes on the 

importance of trust in exam-oriented educational contexts (Zhang & Koshamnova, 2020). The 

exam-oriented language training environment causes school program leaders to collaborate with 

teachers, students, and parents flexibly in increasing the school enrollment rate and social 

reputation (Zhang & Koshmanvoa, 2020). Due to the private language training centers, school 

leaders need to always pay attention to the needs and satisfaction of teachers, students, and 

parents' feedback and offer a qualified training program in the competitive market (Zhang & 

Koshmanova, 2020).  

Specifically, this purposive sampling identifies how trust among school program leaders, 

teachers, students, and parents leads the school program improvement. This study has analyzed 

the memos, observation notes, and reflections from teachers (N=10), students (N=10), parents 

(N=10), and school program leaders as the school principal (N=1) in context. The author 

uploaded the documents, memos, and reflections notes to the computerized-aided qualitative 

analysis software called N-Vivo 12 to read, re-read, code, categorize and synthesize the central 

themes research questions study (Denzin & Lincoln, 2005). The author invited one of the Ph.D. 



candidates to ensure the data is clear enough and accurate and all materials audited (Creswell, 

2007; Crotty, 1998; Zhang & Koshmanova, 2020).  

Results 
 

Results presented per research questions below.  
 

Research question 1: What is the existing relationship of trust between school principals, 

teachers, parents, and students in the exam-oriented educational contexts? 

 
This study finds out that the exam-oriented environment causes school principals, 

teachers, students, and parents not to open their hearts to accept different opinions. This viewing 

limits the teaching and learning effectiveness and could not provide quality education in teaching 

and learning. Some teachers, parents, and school program leaders believe that creating a trust 

learning environment is essential for school program leaders to develop high-quality language 

programs to increase enrollment and social reputation. School program leaders also emphasized 

that school needs to create a trust learning environment through empathy, disposition, creativity, 

and social justice for school improvement (Zhang & Koshmanova, 2020).  

However, this study found out that only if the school could help students raise their goal 

in their testing score, parents and students could recognize that the school program leaders could 

offer a qualified education and vice versa (Zhang & Koshmanova, 2020). Although some 

teachers said that the language training centers need to pay attention to the students' learning 

motivations, school principals and parents might still neglect the students' learning motivation 

aside from evaluating testing performance (Groote & Berschi-Michel, 2020). Without good 

academic performance on testing, school program leaders could not build trust, respect, and 

increase enrollment rate and school social reputation (Crane, 2020; Zhang & Koshmanova, 



2020). Therefore, school principals, teachers, parents, and students need to emphasize the 

importance of trust in improving academic programs' quality in language training centers. 

Research question 2: How do the school principals create a trusting relationship among 

stakeholders in the language training center?  

Trust plays a critical element in human interactions and could improve school 

performance (Tan & Chee, 2005). In this study, findings show that school principals could create 

trust-based relationships among teachers, students, and parents in various ways. Firstly, school 

principals could set up a positive mindset and positive, supportive school cultures. Expressly, 

some teachers and parents point out that the school principals could create a trust learning 

environment through diligence, perseverance, respect, and a shared value of collective effort and 

harmonious relationships in the Chinese educational cultures influenced by Confucianism (Scott, 

1980). If the school principals could use the core values of trust, respect, and collaboration to 

occupy a role in life for school improvement, the school language training centers increase 

enrollment and create a supportive learning culture for school sustainability effectiveness.  

Secondly, school principals could develop a trust-based relationship among school 

stakeholders by paying attention to the students' behaviors, learning attitudes, and 

communication. Six teachers, five parents, and three students believed that school principals 

could create a trust-based interpersonal relationship in the exam-oriented educational contexts 

through positive feedback, coaching, and a positive mindset (Zhang & Koshmanova, 2020). With 

a positive learning mindset, students develop their learning goals for lifelong learning and pass 

the exam with a high score expected by the school principals, teachers, and parents. With a good 

testing score, school program leaders could build a supportive trust-based relationship in 

improving the school outcomes.  



Finally, school principals could create a trust-based relationship through communication, 

feedback, and a fair evaluation system. Mos of teachers, parents, and students said that 

communication is an effective strategy for school principals to connect with other school 

stakeholders to improve school training performance. Five teachers in this study pointed out that 

feedback and coaching could improve the teachers' teaching skills and engage students' and 

parents' satisfaction in learning. Therefore, the school program leaders always need to maintain a 

strong trust-based interpersonal relationship in the exam-oriented environment and improve 

education quality.  

Research question 3: How do the school principals improve school effectiveness and 

development by building a school's trust culture? 

 
Findings show that creating a trust-based relationship could improve school effectiveness 

through empathy, professional standards, and evaluation. Firstly, the school principals tend to 

generate empathy leadership receives a positive and successful response in the competitive 

educational market (Tsai et al., 2020). Due to the exam-oriented educational contexts, school 

principals believe that school programs always need to pay attention to their progress and engage 

the parents' expectations. Only if the language training centers could help the students to engage 

their goal in learning, the school program leaders have the chance to increase the school social 

reputation and the enrollment rate for sustainable growth (Cruz, Marchanda, Firestone, & Rodl, 

2020; Davies, Edney, & Wang, 2020; Mauk, 2019; Zhang & Koshmanova, 2020). Only if the 

school principals could create a trust-based relationship among teachers, parents, and students 

could achieve their learning outcomes (Weinstein, Raczynski, & Pena, 2020). Therefore, 

building a trust learning environment with autonomy could help the school principals drive 

school improvement. 



Conclusions, Implication, and Future Research 
 

This study concludes that school program leaders as school principals play a vital role in 

creating trust-based interpersonal relationships among students, teachers, and parents in 

improving school outcomes. The trust-based relationship among them could raise the school's 

social reputation and enlarge the school market share in China's competitive school contexts. 

Due to the test-score driven and top-university mindset demands, the language training 

centers leaders need always to pay attention to maintain the relationship with students, parents, 

and teachers. The connection among them could offer a quality of education and helping the 

students reach their learning goals with a high score on their standardized test (Crane, 2020; 

Zhang & Koshmanova, 2020). Crane (2020) pointed out that trust empowers a mutually 

beneficial and productive relationship to facilitate value creation and maintain improvement 

always. 

Findings also suggested that school principals need to use communication, respect 

actively, and partnership strategies to improve the school performance and offer a quality of 

education in maintaining sustainable growth in the exam-oriented educational contexts (Tsai et 

al., 2020). Therefore, the future study needs to pay attention to the balance of the school 

effectiveness and school core values for lifelong learning in the multicultural context in an 

international private high school setting. 
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tool. This paper addresses research and recommend best practices in creation of 
discussion board assignments and discussion board assignment rubrics.  

 

Introduction 

Social presence in online classrooms is imperative to the learning experience (Empire 
State College, 2015)  Social presence online can be defined as the level of 
connectedness students feel (Whiteside & Dikkers, 2014) In addition, students who feel 
they have high social presence perceive they learn more when compared to other 
courses with lower social presence (Wang, 2014. While there are different ways 
instructors can enhance social presence, discussion board postings are one way to help 
maximize participation and create online learning communities (Whiteside, Dikkers, & 
Lewis, 2014). Often online learners feel disconnected and lonely when taking online 
courses, and greater social presence can assist with this barrier. There are ways to 
harness social presence online, such as timely feedback from professors, course 
announcements, and synchronous communication. Discussion boards are another way 
to create greater social presence (Wang, 2010), which is the focus of this paper.  

Another advantage to discussion boards is the fact it can function as a formative 
assessment. A formative assessment is usually a low stakes assignment, where 
students show learned material throughout the course (Eberly Center, n.d.), and a 
formative assessment can also help the instructor pinpoint where students may struggle 
with their learning. Discussion board assignments can make excellent low stakes 
formative assessments to check learning on a chapter or topic and allow students to 
assess their own strengths and areas of improvement in a particular topic or area of a 
course.  

Discussion boards also offer the opportunity for all students to participate. In traditional 
campus courses, it is unlikely there’d be time for participation from all students (Kent 
State, n.d). Discussion boards also allow stronger students to serve as a model for 
others, and often, students will put in extra work knowing it will be viewed by peers 
(Kent State, n.d.). 

Despite the advantages of discussion board assignments regarding social presence, 
there are disadvantages to discussion board assignments that exist. The majority of the 
disadvantages are simply the way the discussion board assignment is written. First,  
discussion board assignments may only meet the lower levels of Bloom’s taxonomy, 
such as the “remember” and “understand” levels (Shabatura, 2020). This occurs when 
professors write prompt discussion board questions that simply ask students to repeat 
something they have read. This type of prompt is not useful because all students’ 
answers will be the same, which results in all discussion board posts being similar. To 
get to a higher level on Bloom’s taxonomy, questions that ask the students to “apply” 

what they have read or “analyze” something can make the discussion board posts much 
more useful. For example, a prompt discussion board question such as, “What are the 



four functions of management?” does not allow for upper level Bloom’s learning. 

However, asking students to apply that question, such as “Give an example of how 
you’ve personally used or had a manager use each of the four functions of 
management” will not only create more lively discussion, but also reach the middle 
levels of Bloom’s taxonomy.  

The advantages of discussion board usage in online learning is beneficial to the 
student, both in terms of social presence, building community, and assessing their own 
understand and learning of the topic. Because most disadvantages pertain to how the 
prompt questions are written, the purpose of this paper is to provide a list of best 
practices for discussion board assignments that will be easily implementable in online 
classrooms.  

Prompt Questions  

The first step in developing robust discussion board questions is to determine the kind 
of question you want to ask. In early research, Davis (1993) outlines six main types of 
discussion board questions. 

The first exploratory question asks students to explain a concept or process. This type 
of question is lower on Bloom’s taxonomy (Shabatura, 2020) and may want to be 
avoided to reach higher levels of Bloom’s. 

The second type of question is a challenge question that asks students to reflect on a 
question and form an opinion. This type of question encourages critical thinking and will 
likely be in the middle level of Bloom’s. 

Relational questions ask students to relate a concept covered in class to a real-world 
scenario or personal experience. Again, this type of question encourages critical 
thinking and is likely in the middle level of Bloom’s. 

A diagnostic question presents an incorrect answer, and then asks students to analyze 
the problem and come up with the correct answer. Although this type of question 
encourages critical thinking, it may be most appropriate in math or finance type courses. 

Action questions require a student to solve a problem. Because of the likelihood there is 
a “wrong” and a “right” answer, this might be lower level on Bloom’s.  

A summary question asks student to summarize various concepts learned during the 
week. This type of question can be made to be a middle level Bloom’s question 
because it requires students to think succinctly about what they have learned. This 
question could be worded as “What do you know? What do you want to know? What 

have you learned?” to develop critical thinking skills (University of Central Florida, n.d.). 

Additional types of questions presented by Kanuka, Rourke, & LaFlamme (2007) 
address using debate questions to hone critical thinking skills. Other types of questions 
include role-play and real-life scenarios.  



Once the type of question is determined, the second step in the process is to align the 
prompt with a learning objective in the course. This allows for easier analysis of student 
learning during and at the end of the course.  

The third step is to write the question, then consider the following questions (Healy, 
2016): 

• Does the question relate to a learning objective? 
• Do students have the background and knowledge to answer the question? 
• Is there more than one answer to the question? 
• Will this question promote further discussion and insights? 
• Is there room for further contribution if the first poster answers the question? 

If the professor can answer yes to all the questions, the prompt question is well written 
and will encourage engaging discussion, which will contribute to social presence and 
creation of a learning community.  

The final step in the process is to create a rubric for discussion board postings, which 
will be discussed next.   

Proposed Rubrics 

While most professors hope students will engage in a discussion with no professor 
support, it has been found even doctoral students need explicit instructions (Beckett, 
Amaro-Jimenez, & Beckett, 2010). This is where the rubric comes in, as it provides 
students with guidelines on expectations of the discussion board post (Simon, 2018).  

The rubric can contain all, or a combination, of these criteria: 

• Expectations for quality 
• Length expectation 
• Contribution to the learning community 
• Demonstration of inquiry into topic 
• Ability to apply reasoning to the question 
• Etiquette in dialogue 
• Quality of writing (grammar, spelling) 

Now that the professor has questions and a rubric, it is important to discuss the role of 
the professor in online discussion boards.  

Professor Role 

The professor role is critical in creating learning communities using discussion boards. 
Ensure students know the level of participation the professor will have in discussion 
board posts. For example, will the professor respond to all posts? Some posts? Or only 
posts that are orphaned (no responses)? In addition, professors should let students 
know they do read everything posted and clarify if they will respond to some or all posts. 
Professors can ask for clarification from a poster, ask follow-up questions, and/or 



compliment the poster for a well-thought out response. Professors must be engaged in 
the discussion board if they expect students to be engaged in it as well.   

Use Media Requirements 

Another way to harness engagement is to require media within the discussion board 
posts. For example, one of this paper’s authors requires the following for discussion 
board posts in some of her classes: 

• Answer two of six questions posted 
• Provide a personal example related to the module’s content 
• Include one type of media, such as a sketch, photo, video from another source, 

or a video made by the student. 

The advantage of posting several questions and requiring fewer is related to student 
engagement. The student can choose which is the most interesting to them and creates 
a large variety of posts which students find more interesting to respond to. With a 
personal example, students obtain higher level of Bloom’s learning due to the nature of 

having to relate course material to their personal life. Finally, requiring media allows for 
greater engagement and interest in the discussion board.  

Another example is that one of the paper’s authors uses discussion boards to discuss 

any topic in the readings and other materials of the class. This approach promotes 
curiosity in the student and gives the faculty member the opportunity to see when topics 
are not fully understood by the students. In the expectations of the discussion board, 
students are expected to do some research on their questions, and they can provide 
resources for others if they happen to have experience or an example to share. This 
approach has made the discussion board much more interesting for the students and 
the faculty. 

Research Method 

The lead author compared the number of discussion board posts in the same course 
when requiring media versus not requiring media. The course called “Innovation and 

Entrepreneurial Growth” is a graduate-level course in the department of Information 
Technology and Administrative Management (ITAM) at Central Washington University 
(CWU). Table 1 identifies the results including the number of discussion board posts in 
total, the average number of posts per student throughout the quarter. This number was 
then divided by the number of required posts. 

 

 

 

 



Table 1 

Number of posts when media is required versus when media is not required 

 Number of 
Discussion 
board posts 

Number of 
Students 

Average 
post per 
student  

Number of 
Discussion 
Boards  

Average 
number of 
posts per 
discussion 
board  

Spring 2019 (no 
media 
requirements) 

219 19 11.5 4 2.88 

Winter 2020 
(media 
requirement) 

113 15 7.53 2 3.76 

 

As outlined in the Table 1, when fewer discussion board posts and media were 
required, students tended to post more. The authors acknowledge the small sample 
size, and further research could be done in this area to determine if fewer required 
posts motivate students to perform better on the discussion boards, and if a media 
requirement makes students more engaged in the discussion board and learning 
community.  

Other Best Practices 

In addition to the steps listed above to create valuable learning experience using 
discussion boards, other best practices for creation of discussion boards might include 
smaller groups rather than engaging the entire class in a discussion. This could be done 
by assigning a group leader to encourage discussion amongst the team members. If 
this option is taken, it is best to require students to post their initial post by a specific 
date, with responses at a later date. 

Another option for community building is to add discussion board postings for fun. For 
example, questions like: 

• What five items would you need on a deserted island? 
• If you were a superhero, what kind would you be and why? 
• If you could have one superpower, what would it be and why? 

These types of discussion boards can create engagement. For example, out of 15 
students in the author’s 2020 course, 11/15, 10/15, 5/15, and 4/15 participated in the 
“for fun” discussion board posts. Note there was less participation as the quarter wore 

on, presumably because the students were too busy to participate.  

The 3CQ approach can work well as a requirement for response postings to classmates 
(Forster, 2016). This approach requires responses contain: a compliment, a comment, a 
connection, and a question. The compliment could start with, “I really liked…” which 



starts the response on a positive note. The comment should be something meaningful 
about what the person wrote. Connect means to connect at a personal level, such as 
“yes, this happened to me too.” The question keeps the conversation going.  

Conclusion  

This paper addressed the important role discussion board assignments can play in 
creation of social presence online, as well as the role they play in formative 
assessments. Although there are many advantages to discussion board assignments, 
the challenge is often the questions aren’t written in a way that allows deep discussion 
among students. This paper had addressed several specific techniques to meet the 
goals of discussion board assignments.  
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Abstract: 

Because extensive content is available online for free, the authors have moved toward 
open source and fair use course materials, such as articles and videos, to replace 
textbooks in some of their courses. 

This paper will include the following research objectives: 

• Assess student perceptions regarding quality of an online course when free and 
open source materials are used. 

• Measure and compare student overall perceptions of faculty performance when 
open source materials are utilized.  

The methodology for this proposed research will be two-fold. It will involve the use of the 
existing University end of course survey and a survey sent to students in the authors’ 
courses where open source and free materials are used.  

Overall satisfaction with faculty will be measured, and student perceptions of open 
source materials will be measured. The goal will be to determine overall satisfaction and 
perception of open source materials.  In addition to this data, a short survey wase sent 
to students in courses where open source and free materials are used, asking them to 
share perceptions of open source and free materials compared to a textbook. The 
qualitative data was analyzed to determine overall student perceptions on quality of an 
online course when open source and free materials are used. 

The expected outcomes for this paper will expand the current knowledge base of open 
source and free materials and provide faculty information on how to best use these 
materials to obtain the most positive student perceptions possible.  

Finally, the authors will conclude with an overview of best practices faculty can use 
when choosing to go “textbook-less” in their online courses.  

Introduction 

This paper will address students’ perceptions of their instructor when the instructor uses 
open educational resources in courses. The literature review will: define open 
educational resources (OER), discuss the advantages and challenges to using OER, 
and list the types of OER faculty can utilize in their classes, such as open source 
textbooks and articles. 

Next, the paper will address the research questions: What are student perceptions of 
quality in online courses when OER are used?  What are student perceptions of 
instructors when OER materials are used in an online course? The paper will then 
address the research methodology and results. Finally, the paper will discuss specific 
OER strategies instructors can use in their courses.  

 



Literature Review 

This literature review will define OER, discuss the types of OER, and provide the 
advantages challenges to using OER.  

Definition 

OER is defined as any resource that is used for teaching, learning, and research that 
are located within a public domain or licensed in a manner that provides everyone with 
free and continuing permission to engage the materials in courses (Wickline, 2013). 
Creative Commons defines OER as: teaching and learning materials that you may 
freely use and reuse without charge (OER Commons, n.d.).  

Types of OER 

Several different types of OER can be used within online courses. One option is to use 
repositories that collect OER. For example, MERLOT, OER Commons, and Creative 
Commons Search holds media, images, music, and textbooks. Additionally, many OER 
textbooks websites are available to consider. BC OpenEd Resources provides full 
textbooks on a variety of topics, as does OpenStax, which is supported by Rice 
University. Full courses are also available as OER: Saylor Academy, Khan Academy, 
and Coursera all offer open source materials for instructor use. These free resources 
are sources of information that can be used in the design of your courses; not as a 
substitute for your own course design. As sources of material, these resources can help 
support your course design and keep you from the amount of development work it can 
take to build content from scratch. In addition, so you can leverage your time, you can 
also use multimedia sources for OER. For multimedia, videos, Creative Commons 
Search, Vimeo (with a Creative Commons license), and Flicker (with a creative 
commons licenses) are all options. 

Why OER? 

Use of OER in courses can provide cost savings for students, impacting their success 
and completion rates. In the Florida Virtual Campus survey (2018), 64.2% of surveyed 
students did not purchase a required book because of the cost. These students 
believed not purchasing the textbook resulted in earning a poor grade or failing the 
course (ER Services, n.d.). As reported by Powell and Kerr (2019), students spend an 
average of $1,290 on books and supplies per academic year. Given these costs, 
students from lower socioeconomic groups bear the greater burden of higher textbook 
costs (Fischer, Hilton, & Robinson, 2015). This results in taking fewer courses, 
elongating the time to earn a degree, delaying enrollment in college, or not purchasing 
textbooks at all (Fischer et al., 2015). Presumably, avoiding purchasing textbooks can 
result in less learning.  

The literature also suggests that OER are connected with higher student and faculty 
satisfaction, lower costs, and similar or better educational outcomes (Allen & Seaman, 
2014; Pawlyshyn, Braddlee, Casper, & Miller, 2013). Ninety-five percent of the students 



surveyed at Virginia State University reported “strongly agree” or “agree” that OER is 
easy to use, and 78% felt OER provided access to more up to date material (Feldstein, 
Martin Hudson, Warren, & Hilton, 2012). 

With OER materials, a faculty member can also “curate” a course easier than with a 
traditional textbook. Rather than presenting information mainly from one textbook 
author, an instructor can build a course that pulls from multiple authors and from 
multiple sources.  

With OER, students are ready to learn on day one (Stout, 2016). There is no wasted 
time while students find the best deal on a textbook and wait for it to be shipped to 
them. Every student is on equal footing by having the same materials at the start of 
every course, regardless of socioeconomic status. 

Challenges to OER 

While the benefits of OER are clear, there may be some barriers to use of OER in 
courses. The first challenge is in relation to quality assurance. While most traditional 
textbooks are heavily peer reviewed, OER may not be reviewed as critically by faculty 
who use OER. 

OER materials also may not offer ancillary resources, such as quizzes and instructor’s 
manuals (Washington State University, n.d.). This requires more time on the part of the 
instructor to create such resources if the instructor chooses to use resources such as 
these. 

Additionally, finding the correct OER can be very time consuming for instructors. One of 
the paper’s authors reported spending approximately 20-60 hours finding OER 
materials for two undergraduate courses. Often with heavy teaching workloads, 
research, and service demands, it may not be possible for faculty to find the time to 
access OER resources for their courses. 

Permanence is another potential issue for OER. Since the OER materials are digital, 
links can disappear. It is important, therefore, to have a regular schedule of checking 
links in your courses as you develop your own material. If the digital resources are not 
checked, it could send students to dead links, which can result in frustration on the part 
of the student. 

Although much research has been done on the advantages of OER, little research has 
been done to determine how the use of OER can affect the specific student perception 
of the instructor and how this results in more or less positive student evaluations of 
instructors. In addition, little research has been done to determine student perceptions 
of quality when using OER.  

Research Questions 

There are two research questions for this study: 



1. What are student perceptions of quality in online courses when free and open 
access (OER) materials are used?   

2. What are student perceptions of instructors when OER materials are used in an 
online course? 

Methodology 

Central Washington University is a regional, comprehensive university in Washington 
State. The survey took place in the Information Technology and Administrative 
Management department at the end of Spring Quarter 2020 and Summer Quarter 2020. 
The survey in Spring 2020 involved two sections of the same course, ADMG374, 
Project Management. In this course, the instructor selected a variety of OER materials, 
such as textbook chapters, articles, and videos, to replace the textbook. 

In summer 2020, the instructor taught ADMG373, Training and Development, which 
also used all OER materials.  

All students in these three courses were asked the following survey questions at the 
end of the Student Evaluation of Instruction (SEOI). The SEOI is the university standard 
end-of course survey where students provide feedback on the instructor and 
technologies used. Faculty have the option of adding custom questions at the end of the 
survey.  The questions added included: 

1. To what extent do you perceive the quality of the free materials used in this 
course (videos, articles, and other readings) embedded in the course? 

a. Likert scale: Very high quality, high quality, average quality, poor quality, 
very poor quality? 

2. Thinking about classes that had a traditional textbook, please rate the level of 
your engagement in that class with your engagement in this class, using open 
source materials. Based on your comparison, did you feel more or less engaged 
in this course? 

a. Likert scale: Very engaged, somewhat engaged, engaged, not very 
engaged, not engaged at all 

3. Thinking about classes that had a traditional textbook, please rate the extent to 
which the traditional textbook assisted with your learning as compared to how the 
open source material assisted with your learning. 

a. Likert scale: Definitely helpful, they were somewhat of a help, neither 
helpful nor unhelpful, they were not helpful, definitely not helpful  

4. Open Ended: What would your impression be of a professor who used open 
source materials compared to traditional textbook? 

5. Open Ended: Please tell me your thoughts on using traditional textbooks versus 
open source materials in your classes. 

Results 



The open-ended questions on OER materials were analyzed using thematic coding. 
This method was chosen because there were clear themes in the student answers to 
the questions, which allowed for systematic coding. Braun and Clark (2006) state this 
method as a useful and flexible method for measuring quantitative data. 

For the question: What would your impression be of a professor that used OER 
materials compared to a traditional textbook, there were 67 total data points as seen in 
Table 1. 

Table 1: OER themes on “impression” question  

Pro Textbook   
OER is more confusing 
too many links 2 
    
Ambivalent   
quality needs to be there (in OER) 4 
no difference 1 
    
    
Pro OER   
welcomed - Thinks OER is better 20 
lower cost 18 
care for students 5 
more up-to-date 4 
able to bring in more perspectives 3 
less confusing 2 
more engaged 2 
makes it easier to learn 2 
more fun 1 
more knowledgeable about the 
content 1 
more interactive 1 
life-long learning 1 
 

For the question: Please tell me your thoughts on using traditional textbooks versus 
OER materials in your classes, there were 73 data points related to the three themes, 
as seen in Table 2.  

Table 2: OER themes on “thoughts” question 

Pro Textbook   
prefer textbook 8 
textbooks are less confusing/more organized 2 



easier to read textbook 1 
OER readings weren't connected 1 
    
    
Ambivalent   
like both 2 
no opinion 3 
same quality as textbook 1 
    
    
Pro-OER   
prefers OER 18 
lower cost 8 
more engaging 5 
more adaptable 4 
more effective/easier to learn 4 
more current 3 
OER is clearer/textbooks are more confusing 3 
more perspectives 2 
available after class 2 
textbooks aren't reused/less accessible 2 
textbooks are inconvenient to carry around 1 
more natural  1 
professors are lazy with textbooks 1 
open source is more focused 1 
 

The results show clear distinctions within the thematic coding. First, it appears the 
majority of students preferred OER over traditional textbooks. In the data, the main 
reason for this appears to be based solely on cost. Students appeared to appreciate not 
having to spend money on a textbook. Students also seemed to think OER was of 
higher quality, perhaps because it is more up-to-date and timelier.  

There were five comments related to “care for students” when professors use OER. 
Four students, who were coded as ambivalent, mentioned the need for quality when 
professors choose OER resources.  

Five students also noted OER tends to be more engaging, which could be directly 
related to the perception of OER being more up-to-date. 

In addition, a few students mentioned the fact that the use of textbooks may be less 
confusing, since the use of OER tends to have a variety of links for the student to visit.  

Discussion 



This research points to two main considerations when adding OER to courses. First, the 
cost appears to be a large factor, which garners student support for OER. Students 
prefer OER, if the quality is there, because it allows them to save costs on textbooks. If 
a professor is unable to find the time to implement OER in his or her courses, since cost 
is a major factor, professors might consider lower price textbooks to implement in their 
courses. 

The second major factor to consider is if OER is used, it should be well organized so 
students can easily access the materials. In fact, if cost were not a factor, students 
would not care whether textbooks or OER is used if it is organized and connects to the 
course. One way to organize OER materials is to convert them to PDF, which may 
make the materials more organized for students, and less confusing.    

In addition to the organization, it may be valuable to provide a sentence or two to 
students next to the PDF of the OER. It should tell students what they should look for in 
the reading and note how it connects to the class learning objectives. This can be 
accomplished as question prompts for the students to focus on while reading the 
materials. 

Another strategy to implement to ensure students see the value in OER is to connect 
the OER readings with assignments, which are then connected to learning objectives. 
This can be done in a table where the learning objective is noted, and the readings and 
assignments that tie to that learning objective are noted. 

As mentioned in the literature review, finding OER materials can be time consuming. 
When using OER, there is a burden on faculty to find appropriate materials and design 
the course in a way that is easy for students to follow. While this burden exists with 
textbooks as well, the authors believe the burden is greater when using OER materials. 
Due to this, the authors recommend university support in the form of library support 
and/or stipends to faculty for choosing to use OER resources in their courses, given the 
large amount of time it takes to implement this in a class.  

Finally, when using OER, it is important to ensure the materials are relevant, tie directly 
to course learning objectives, and are up to date. If these elements are not present, it 
could negatively affect student perception of OER.   
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For this research, we designed computer programming lessons for inexperienced students in 
a high school setting. We surveyed 267 high school students in Tokyo (171 students had no 
experience in programming and 96 students had some experience). We conducted classes to 
increase successful programming experience and to evaluate student attitudes toward 
programming. Specifically, we first created a graphic and simple game using Scratch. Then, 
we created a program that handles sensors and wireless signals using Micro:bit. Finally, we 
created digital art and programs for processing internet images using Processing. Pre- and 
post-survey results focused on inexperienced students, who improved on the following items: 
"I think programming is fun," "I want to learn programming,” "I want to improve 
programming knowledge and skills," “It makes sense to learn programming,” “I like drawing,” 
“I like to think about things in order,” “I am good at trial and error,” “I like to think about 
things logically,” and “I like information technology classes.” This training made it possible 
for even inexperienced students to enjoy programming and to reduce negative perceptions of 
their programming knowledge. Students gained confidence by experiencing success at the 
beginning of the unit and engaging in hands-on activities. Creating a simple program with 
visible results stimulated their interest and likely increased their motivation. 

 
 

Keywords: computer programming, education, inexperienced students, high school, practice, 
attitude survey, STEAM 

 

Introduction 

In recent years, interest in computer programming has grown worldwide. Japan has significantly 
increased programming-related education. After 2022, all high school students will learn programming 
(Ministry of Education, Culture, Sports, Science and Technology, 2018). However, students’ programming 
experience depends on their background and prior interactions. Matthias (2007) found that programming is 
difficult for both teachers and students because of its complexity and abstract nature. Traditional teaching 
approaches contribute significantly to the development of cognitive models that learners need. He said that 
he had high failure and dropout rates in the early stages of teaching programming. Therefore, it became 
clear that it is important to consider inexperienced beginners when designing programming classes, even 
though students have different experiences prior to high school. 

The purpose of this study was to design and practice programming lessons for inexperienced high 
school students. The impact of the lessons on beginners was assessed and analyzed. 

*1: 4-1-1 Nukuikita-machi, Koganei city, Tokyo, 184-8501 Japan, m194201y@st.u-gakugei.ac.jp 
*2: 4-1-1 Nukuikita-machi, Koganei city, Tokyo, 184-8501 Japan 
*3: 4-32-48 Sekimachikita, Nerima ward, Tokyo,  177-0051 Japan 



  

 

 

Methods 

Our subjects were 267 high school students in Tokyo. Before the lessons, 171 students had been 
inexperienced in programming and 96 students had some experience. We designed lessons that taught all 
the students to create programs using simple coding. We conducted exercises to increase the students’ 
success rate. We assessed each lesson based on the results of our investigation. 

We conducted seven programming lessons, each 50 minutes long. At the beginning of the unit, we 
conducted lessons in which the students wrote a simple code using Scratch. Students learned the basic 
principles of programming. In the middle of the unit, we designed a lesson for students to create scripts 
using the Micro: bit's wireless and sensor capabilities. It was important for beginners to understand the 
empirical principles of programming, so that they could increase their motivation to learn before proceeding 
to more complicated coding using text programming. For example, by combining blocks and using sensors, 
even beginners can easily and effectively use teaching materials for programming. In the last stage of the 
unit, we designed lessons that taught students to use Processing, to process images from the internet. 

We asked students to respond to the attitude survey before and after the seven-lesson training. They 
used a five-point scale to rate their experience. This attitude survey was created with reference to Yamamo
to et al., (2017). There were 9 items, such as "I think programming is fun." 

 
 

Table 1: Class contents 

 
 
 
 
 
 
 
 
 
 
 
 

 

Figure 1: Examples of programming tasks 

 Number of times  Teaching tool Content
1 Scratch Create graphics and simple games
2 micro:bit Create programs that handle sensors
3 micro:bit Create programs that handle wireless
4 Processing Creating basic digital art 
5 Processing Creating basic digital art 
6 Processing Creating programs for processing internet images
7 Processing Create designs using what they have learned



  

 

Results 

  
 

Figure 2: Results of pre-and post-surveys from inexperienced students (Paired t-test) 
 

 
The results of the questionnaire indicated that after the lesson, the students’ recognition levels 

changed. As a result of focusing on those who are inexperienced in programming, the following items cha
nged. The following are the items for which a significant difference was found among those who had no 
programming experience. Results of the t-test: Q2. I think programming is fun. (before: M = 3.29, SD = 
1.03; after: M = 3.83, SD = 0.96; t (170) = 6.83, p < .01); Q4. I know what programming is like. (before: 
M = 2.03, SD = 1.07; after: M = 3.02, SD = 0.87; t (170) = 10.92, p < .01); Q8. I want to improve my 
programming knowledge and skills. (before: M = 3.27, SD = 1.10; after: M = 3.49, SD = 1.04; t (170) = 
2.89, p < .01); Q9. It makes sense to learn programming. (before: M = 3.63, SD = 0.90; after: M = 3.87, 
SD = 0.86; t (170) = 3.45, p < .01); Q11. I like drawing. (before: M = 2.94, SD = 1.47; after: M = 3.16, 
SD = 1.38; t (170) = 3.44, p < .01); Q12. I like to think about things in order. (before: M = 2.77, SD = 1.08; 
after: M = 3.22, SD = 0.98; t (170) = 5.78, p < .01); Q13. I am good at trial and error. (before: M = 2.82, 
SD = 1.04; after: M = 3.10, SD = 0.90; t (170) = 4.07, p < .01); Q14. I like to think about things logically. 
(before: M = 2.67, SD = 1.12; after: M = 2.89, SD = 0.97; t (170) = 3.71, p < .01); Q17. I like information 
technology classes. (before: M = 3.35, SD = 0.93; after: M = 3.57, SD = 0.91; t (170) = 3.96, p < .01). As 
a result of focusing on the average value, the posterior value of these items was higher than that of the prior 
item. 

The above results indicate that, among those who have no programming experience, it may be 



  

 

possible to reduce the negative sentiments regarding "I want to improve my programming knowledge and 
skills," by implementing lessons-learned from this research. 

It is assumed that the reason for improvements in item 2 is that many students had a successful 
experience learning the basics during this course. Even those who had no computer programming 
experience had a high chance of enjoying it.   

In item 4, the posterior value was significantly higher than the prior value. Students experienced 
programming using sensors and wireless devices with Micro:bit and they created a program to process 
images on the internet. Therefore, it was possible for them to understand the relationship between 
programming with machines and applications.  

It is believed that the reason why item 8 changed is because experience gave students a sense of 
accomplishment after they created the intended program. 

It is believed that the reason why item 9 changed is because students learned the importance of 
programming by learning programming. 

It is believed that Item 11 changed because the experience of creating digital art made students enjoy 
painting. 

Items 12, 13, and 14 are about programming thinking; it is believed that they changed because 
creating digital art made painting more enjoyable. 

 
 

Conclusion 

The purpose of this study was to design and practice computer programming lessons for 
inexperienced students. The impact of the lessons was assessed and analyzed.  

We deduced that the primary reason for the students’ positive responses after the lessons was two-
fold. One, the students gained confidence from experiencing success at the beginning of the unit; and two, 
the students’ hands-on experience in creating simple programs with visible results sparked their interest and 
heightened their motivation. Their responses suggest that they gained an awareness of programming 
knowledge that they had not previously anticipated. However, we found that some students found the task 
to be difficult. Therefore, in the future, it will be necessary to include specific tasks that improve 
programming skills step-by-step and to identify tasks that lead to the most missteps. Even novices can enjoy 
and become familiar with programming. To improve successful programming experiences, classes can be 
created with simple codes. In addition,, Matthias (2007) showed that learning programming with multiple 
people promotes a collaborative understanding of basic programming and is more effective than studying 
alone. In the future, by incorporating collaborative learning, beginners can improve their understanding of 
and motivation for computer programming. 
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Abstract 
 
University subject matter experts in online education are required to 
provide robust writing feedback. However, not all subject matter experts 
have taken courses in andragogy or teaching methods. This paper presents 
an acronym that can be used to help subject matter experts provide writing 
feedback for students that is positive, applicable, understandable, specific, 
and encouraging. 
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PAUSE 

Being an online faculty member brings a host of new ways of 

approaching teaching. Not being face to face with students leaves more 

space for miscommunication and lost learning. None of this is intentional 

on the part of the faculty. Academic instructors are trained as subject 

matter experts. Those who graduate as subject matter experts may not 

have taken a course in andragogy, or adult learning theory. Furthermore, if 

a faculty is not a traditional educator by training, teaching methodology 

courses may not have been part of required coursework. Beyond 

andragogy and learning theory, a subject matter expert may not be an 

expert in giving writing feedback in a way that is meant to help the online 

students regardless of the academic level. 

 There are many ways that online teaching and learning can benefit 

and strengthen students’ writing. Being in an online environment requires 

intensive writing. From discussion boards to journals and weekly papers, 

there are a myriad of activities that require students to express themselves 

using written language. The online classroom becomes a central space 

(Jackson & Weaver, 2018) for expressing and debating ideas, learning 

new concepts, and knowledge construction, all in writing. The online 

classroom allows students to speak-up in a way that they may not have 

considered in a face-to-face classroom. Having distance and a bit of 
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anonymity can provide a foundation for confidence and willingness to 

participate. As a result of the online central space being a venue for 

willing and discussions, students are able to take more time to think 

through material and respond in a way that is reflective and deliberate 

(Jackson & Weaver, 2018), but all in writing.  

 Likewise, for faculty, the online space can be a place to try new 

teaching methodology and to consider practices that may not have been 

possible in the face-to-face environment. While being invigorated by the 

process and possibilities, online instructors may find themselves in a place 

of needing to help students with academic writing skills. This realization 

challenges any assumptions about what students should know about 

academic writing before they enroll in an online university. The hidden 

curriculum (Jerald, 2006) of writing can create a frustrating and deflating 

experience for students who are less than prepared for the intense and 

high-level writing requirement. If students are not amenable to reaching 

out for assistance, it does create an opportunity for online faculty to coach 

students in the ways of academic writing and writing in the discipline 

(Cleary, 2011; Jackson & Weaver, 2018) 

 Realistically, students come to us with varying levels of academic 

capital and content area instructors now find themselves as writing 
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teachers, in addition to subject matter experts. The purpose of this paper is 

to present an acronym that will help subject matter experts provide 

feedback meant to explicitly help students bolster their academic and 

subject matter writing.  

 PAUSE creates a framework that will make writing feedback 

pragmatic for all online subject matter instructors. As stated by Cleary 

(2011), if universities want to keep and graduate more non-traditional 

students, a new approach is needed for helping students learn to write 

successfully. PAUSE is an acronym to use when providing quality written 

feedback to help students reach distinguished writing as defined by the 

subject being studied.  

 In literature, there is a debate about subject matter experts being 

responsible for providing academic writing feedback to their courses. 

Since they are the content experts, they are in a good position to provide 

feedback about writing that is discipline specific and can shape writing 

that will be needed post-graduation (Cleary, 2011).  However, Wingate, 

Andon, and Cogo (2011) share that academic writing feedback will 

increase course loads and create impossible-to-meet demands. Still, it is 

important that instructors take the opportunities to provide specific 

academic writing feedback that is emphasized in the discipline. Many 

online instructors are not prepared for this task.  
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 Online, non-traditional students come from an array of 

backgrounds and these students often bring anxiety about writing to the 

classroom with them. Early writing intervention for these students is 

crucial for their success (Cleary, 2011; Wingate, Andon, and Cogo, 2011). 

The feedback given should provide to help students strengthen their 

academic writing. Having an easily accessible system by using an 

acronym of providing feedback can help faculty reach diverse learners 

through a just-in-time writing intervention from the subject matter expert 

(Cleary, 2011).  

 In her 2011 study, Cleary learned many useful tips for providing 

academic writing support that included a Writing Workshop for her non-

traditional, many first-generation college students. First, many of the 

students came to her not understanding that academic writing is a process. 

They had misconceptions about how to construct an academic writing 

piece. Second, she had to help students understand that their writing skills 

can transfer to other classes. The skills for academic writing in the 

discipline in one course could help them with writing in the next course. 

Third, students needed coaches. They needed someone who could give 

them explicit, direct, helpful, and immediately useful feedback that would 

allow them to succeed on the next draft, assignment, or course. Providing 



PAUSE                                                                                                      7 

 
 

feedback in such a manner will scaffold life-long learning and the ability 

to self-assess writing.  

 Using an acronym such as PAUSE allows subject matter experts to 

provide writing feedback that is immediately helpful in a coaching 

framework that strives for improvement.  

 PAUSE: 

● Praise the student on what he/she did correctly. 

● Provide feedback that can be immediately 

applicable.  

● Provide understandable feedback. 

● Provide specific feedback. 

● Provide encouraging feedback. 

Praise the student on what he/she did correctly. 

Online instructors can harness emotion to impact learning 

(Wolfe,2006; Cleveland-Innes and Campbell, 2012). Providing positive 

feedback about what students have done well in their writing may help 

some at-risk learners persist through courses. The feedback instructors 

give carry the weight of helping students feel a sense of accomplishment 

or failure (Rovai, 2002). Providing consistent and open feedback about 
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what students are doing well helps the adult learner gain confidence and 

security, especially if they come to the university with low educational 

capital. More so, the perceptions students have of the instructor - student 

relationship is one predictor of retention (Cole, Kim, & Priddis, 2015). 

Providing positive feedback about what students have done well aids in 

establishing positive instructor - student relationships. Focusing on 

corrective feedback only has the potential to minimize a student’s 

motivation to persist in a course and remain with a university (Frymier & 

Houser, 2000). 

Provide feedback that can be immediately applicable.  

Feedback provided in an online environment must be applicable. 

The asynchronous nature of online education means that students must be 

able to understand and immediately apply the suggestions put forth by an 

instructor. This is a change from the traditional face to face classroom 

(Sherblom, 2010). Face to face classrooms have the luxury of immediate 

explanation and clarification of feedback. In contrast, online students must 

read feedback without the non-linguistic features of eye contact, body 

language, and voice inflection as intended by the instructor. Feedback 

Intervention Theory (FIT) explains that it is important students receive 

feedback that is not an obstacle to performance and the student - instructor 

relationship (Frymier & Houser, 2000; King, Schrodt, & Weisel, 2009).  
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Immediately applicable feedback allows students to adapt to the 

demands of online, asynchronous learning while they sort the demands on 

their time outside of school (Osgood-Treston, 2001). Without feedback 

that provides direct suggestions for improvement, the learners may feel 

unsupported and then withdraw from the course and university (Park and 

Choi, 2009). Student desire clarity in the feedback they receive (Ng and 

Baharom, 2018).  

 One suggestion employed by this writer and Ng and Baharom 

(2018) is the flipped classroom format as a way to provide Response to 

Intervention style assistance at the university level. Providing video 

feedback of academic writing while demonstrating how to revise the paper 

to meet academic writing standards, allows students to acquire knowledge 

that can help resolve an educational gap, provide skills that students can 

transfer to their next courses, and provides a sense that the instructor is 

providing support for student success. The time involved in this might feel 

daunting in the beginning, but instructors know their courses and can 

create mini-lessons of less than five minutes to provide feedback to 

support the more difficult nuances of academic writing. This provides 

intervention instruction without overly increasing the demands on faculty. 

Students desire academic feedback which can be used as tools for 
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empowerment and bettering their work, while providing a sense of 

achievement (Furnborough & Truman, 2009). 

Provide understandable feedback. 

Provide specific feedback. 

Feedback helps to close the gap between what the students have 

submitted and what the desired objectives of the assignment were (Hunt, 

2001). When distance is a factor, feedback becomes even more important 

since the face to face, immediate feedback is not present. The distance 

provides space for miscommunication and misunderstanding (Hunt, 2001). 

Students need academic feedback to help them reach the part of their 

university identity they know is possible (Higgins, 1987; Markus and 

Nurius, 1986). Therefore, when providing feedback, it is important that we 

help students become who they envision at the end of their degree process. 

Faculty must remember that we have had many years to define who we are 

and how we complete our tasks, our adult learners are still in the process 

of developing their identities and perhaps in limbo between who they are 

and where they want to be. Understandable feedback that is accessible to 

students is crucial for helping them to identify themselves as the higher 

education learners that they are (Fernandez-Toro & Hurd, 2014). Consider 

the knowledge that students need to improve. Do they need assistance with 
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organization? Are they misunderstanding the content? What APA 

feedback might they need.  

 For some students, providing feedback such as, “Pay closer 

attention to APA” does not point them in the direction of how to 

specifically acquire the knowledge to close the gap with APA formatting. 

What is the specific struggle? Is it in-text citations? Quotes? Reference 

formatting? Once the specific is known, how can it be fixed? Where 

should the student go to look? If students are required the APA manual as 

text, point them to the specific page in the book. Or, provide the correct 

formatting for the student to reference. Offering understandable 

scaffolding through feedback presents the student with a solution to a 

knowledge gap that will promote feeling confident and increase 

motivation to persist (Ryan & Deci, 2000). 

Provide encouraging feedback. 

For those who provide feedback in any profession, the sandwich or 

compliment model of feedback is common. This model describes feedback 

as a sandwich that begins with the positive, provides areas of opportunity, 

then ends with another positive statement. When providing feedback to 

adults, it is important that we think of the adult in context (Ushioda, 2009). 

Our adults hold many roles in their lives, not just that of student. In fact, 

we hold many of the same roles of parent, coach, teacher, accountant, etc.  
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Consider this context when providing feedback. What helps you 

consider the context of the human who wrote the item that you are 

grading? Instead of a paper to grade, can you think of the student in 

context of where they are at that moment? Are they at work while you 

grade their paper? Are they perhaps cooking dinner for their kids while 

you are grading the paper? By placing the student in context and 

considering the specific and understandable feedback that we can give, we 

are more likely to provide feedback that is encouraging while teaching 

students the skills needed to close knowledge gaps. Fernandez-Toro and 

Hurd (2014) tell us that our feedback should align the goals with student 

knowledge, assist with gaining self-confidence, and consider the roles in 

which student interact daily. Fernandez-Toro and Furnborough (2013) add 

that feedback should provide rich learning experiences for students.  

 Shifting our focus toward feedback that is meant to provide 

opportunities to close academic gaps is crucial for online, asynchronous 

universities. For those students who join a university and are at-risk due to 

academic learning gaps, we can alter the feedback we provide to promote 

active integration (Fernandez-Toro and Furnborough, 2013) of the 

feedback. PAUSE is a framework that is easy to use for subject matter 

experts to provide academic writing feedback in discipline specific 

courses. 
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Abstract 

The Mariana crow (Corvus kubaryi), locally called Åga, is a critically endangered species 
endemic to the Mariana Islands of Rota and Guam. Åga are extirpated on Guam but persist on 
Rota.  Multiple studies calculate a 93%-95% population decline over thirty years, with a recent 
estimate of 170 Åga on Rota. The primary reason for the decline on Rota is unknown, though 
predation by introduced mammals, habitat loss, and harassment are likely. The only social 
science survey conducted on Rota regarding Åga revealed that the majority of adult residents 
condone harassing Åga, and youth residents were not surveyed. Our study developed and 
implemented an avian-focused environmental education curriculum, and evaluated the 
curriculum’s influence on attitudes and knowledge using social science research methods. 
Currently on Rota, ecological education materials do not use local examples. Therefore, our 
curriculum used place-based examples, citizen science, storytelling, and kinetic activities as 
education approaches. Local teachers were involved in curriculum development to align it with 
science standards. Our paper reviews prior work in the Mariana Islands regarding Åga, and 
comparable environmental education studies globally. Pre- and post-surveys were conducted 
with control and treatment groups to gauge knowledge and attitudes in elementary students on 
Rota. Student identification of and attitudes towards Åga are analyzed in the results. Overall, 
students displayed improvement in their ecological knowledge, including avian identification. 
Students in the treatment group increased their Åga identification by 39%. In addition, after the 
program, treatment group students had improved attitudes towards Åga. Notable for the 
treatment group, 24% of students thought it was okay to chase Åga in the pre-survey, yet 0% 
thought it was okay to in the post-survey. To save Åga from extinction, long-term environmental 
education initiatives are needed to raise ecological literacy, increase appreciation of these birds, 
and empower citizen science efforts on Rota. 
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Abstract 

Student learning moved remotely due to the recent pandemic. Instead of learning taking 

place face-to-face, instruction shifted online. Teachers and parents encountered uncharted waters 

when implementing online methods for learning. Researchers explored how remote learning 

would impact the motivation around a child’s education. Using triangulation, participant data 

was collected through surveys, Likert Scales, and interviews from parents and teachers of K-3 

students. Parent and teacher responses reflected a greater percentage of negative perceptions 

toward online learning and its effect on student motivation.  
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The purpose of this research was to discover how remote learning influenced motivation 

in early elementary students. Due to the recent pandemic, classroom environments were shifted 

to remote learning. Ideally, students would receive instruction to meet individual needs for 

growth and development. Minimally, teachers interact with students by providing resources and 

monitoring progress. Changes in environment have increased the level of parental involvement 

necessary for academic success, which disrupts the typical K-12 classroom structure. A key 

component of instruction is the teacher’s ability to model and monitor desired outcomes. 

Scholars have found, “... modeling decreases student error, positively affects the perceived 

importance of a task and increases self-regulated learning” (Harbour, 2015, para. 3). A student 

who is highly motivated completes tasks with minimal errors and can do so independently. The 

pandemic resulted in unexpected educational circumstances, which can influence student 

motivation. Platforms and protocols can be constructed to better prepare and encourage remote 

reading. New protocols can ensure access to resources, online instruction, and least restrictive 

learning environments. Least restrictive learning environments include resources and tools to 

ensure students receive an equitable education. Motivation during remote learning can be 

explored through components such as parent or guardian occupation, schools’ required or 

voluntary learning, family dynamics and the wellbeing of affected parties. The start of the next 

academic year remains unclear but what is certain is a learning gap will require new goals and 

strategies to accommodate the loss of instruction. While parents do not appear to place blame on 

teachers, frustration with unfamiliarity to this circumstance is evident.  
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Literature Review 

The recent pandemic created unprecedented learning conditions in education, altering 

parent, teacher and student responsibilities. During remote learning, parents are compelled to 

influence academics, motivation and social-emotional development. Teachers were challenged 

with limited preparation time and resources (Maughan, 2020). Student’s daily routines and 

structures were disrupted (Zimmerman, 2020). Researchers evaluated how teachers and parents 

collaborated to impact student motivation during remote learning. Reviewed literature on 

parent/guardian occupation, school requirements, family dynamics and social-emotional 

wellbeing provides the foundation for this research.  

 

1.1 Effects of Parent or Guardian Occupation 

Change in employment status is evident during the current pandemic. If a parent is an 

essential worker, time spent home with family is limited and, “...the lack of physical contact is 

hard to adjust to” (Lorggio & Bains, 2020, p.2). While interviewing essential workers, Lorggio 

and Bains found parents are taking extra precautions. Family members are keeping their distance 

to avoid physical contact with ones they love. Also affecting families are business closures 

resulting in furloughs, leaving parents with reduced incomes, or no income at all. This impacts 

the parents or guardians, which transfers to the students.  

1.1.1 Effects of Parental Unemployment 

Siddiqi et al. (2007) studied different family structures that experienced unemployment in 

correlation to the impact reflected in children’s reading scores. A comparison was made between 

families of similar structure, but varying statuses of employment. To analyze children's reading 
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scores the study used t-Tests, a software used to compare statistics when the scale for a score that 

is unknown (Statistics How To, 2020).  Researchers found children with siblings and employed 

parents in the household produced significantly higher mean reading scores compared to the 

respective counterparts; children whose families experienced prolonged unemployment, despite 

family structure, had the lowest mean reading scores; and also concluded older children and 

females were significantly less affected by parental unemployment (Siddiqi et al., 2007). 

Lehti et al. (2019) studied similar influences, finding results comparable to Siddiqi et al. 

This study explored the impact parent employment has on grade point average (GPA) and future 

enrollment in high school and college-level education. Researchers found unemployment is the 

most restrictive to a child’s GPA, lowering it on average by about 0.15-0.055 points (Lehti et al., 

2019). This also lowers the probability of enrollment in secondary- or college-level education by 

25 percent, compared to children whose parents are employed (Lehti et al., 2019). Another 

conclusion identified parental unemployment reduces the opportunity for a child to continue 

education after highschool (Lehti et al., 2019). 

Though these studies were completed before the current pandemic, they provide 

stakeholders insight into what students may face. Businesses have laid off workers, and sent 

employees home with reduced pay due to closures. This may affect how students are motivated 

to perform during remote learning or when schools return to traditional instruction.  

 

1.2 School Learning Requirements  

An important consideration in student motivation is the expected workload during remote 

learning. The Iowa Department of Education is requiring all school districts to submit a 
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continuous learning plan involving required or voluntary options, or a combination of the two 

(2020). The chosen continuous learning plan will implement a structure for student’s  learning 

throughout the rest of the school year. As students proceed to fulfill the district’s specified 

requirements, motivation can be influenced by multiple factors. These factors include student 

academic expectations, available online reading resources, and elementary student’s technology 

abilities. Researchers are currently exploring the implications of motivation in relation to district 

requirements and educational experiences brought upon by COVID-19. 

1.2.1 Student Academic Expectations 

Once districts have identified their plan for continuous learning, student expectations will 

shift to fit the specified requirements. The Department of Education explained the structure of 

both voluntary and required learning opportunities. The voluntary learning structure is stated as 

optional; no credit or grading will be given. The Department requires educational services to be 

equivalent in both workload and rigor to the typical classroom. Work is graded, attendance and 

participation is mandatory, and services must be approved by the Department of Education (IDE, 

2020). Both forms of learning can be implemented through online instruction or paper packets. 

Amongst both public and nonpublic Iowa schools, 10.54 percent are providing required learning, 

77.80 percent are providing voluntary learning, and 11.66 percent are implementing a 

combination plan (IDE, 2020). Student motivation has the possibility of being influenced by new 

learning expectations.  

1.2.2 Available Online Reading Resources 

In order to identify student, parent and teacher assistance amid remote learning, Maughan 

explored online resources that are currently available. Supports provided can influence the 
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motivational outcomes, not only for students but also for those providing instruction. Maughan 

researched available online reading materials in response to the pandemic and states: 

Happily, educational companies as well as educational and trade publishers are part of the 

all-hands-on-deck response, quickly ramping up access to their existing digital resources 

and support, and also creating new ones to assist educators, parents, and students with 

distance learning (Maughan, 2020, para 5).  

Reading is a primary skill that is heavily implemented within the K-3 curriculum. The 

importance of providing access to reading materials is expressed as students learn remotely.  

1.2.3 Elementary Technology Abilities 

Pilgrim examined elementary student’s online literacy skills to determine the educational 

outcomes of remote instruction. Pilgrim’s research follows a development perspective, “Aimed 

to support teacher’s understanding of what is appropriate to expect in terms of developmental 

ranges for literacy acquisition” (2018, para 6). The research evaluates student understanding of 

technological features. Assessment of student ability was broken into two categories; 1) Website 

orientation and navigation  2) Knowledge of webpage text features (Pilgrim, 2018). Pilgrim 

addressed the difference of concepts between print and online, which could provoke a challenge 

for some elementary students. A student’s level of remote understanding and skill can contribute 

to the overall motivation to learn through technology. 

 

1.3 Parental Involvement 

1.3.1 Family Structure 
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Family size and parental involvement can be reflected in a child’s academic performance. 

Maralani conducted a study looking into the correlation between family size and a child's 

educational outcomes amongst varying countries (2008). This study analyzed the relationship 

between completed years of education and number of children present in a household. Maralani 

identified, “Children with fewer brothers and sisters obtain more schooling than those with more 

siblings” (2008, p. 2 ). Parent attention is divided amongst each child, equating to larger families 

potentially lacking sufficient parental involvement within education.  

1.3.2 Socioeconomic Status 

 Parental involvement in academics can be dictated by socioeconomic status, (SES) for, 

“Educational attainment is correlated with household wealth” (Maralani, 2008. p. 25) Lower SES 

often contributes to parents working longer hours in order to support their families financially. 

This reduces time spent at home to assist in their child’s academic achievement. Depending on 

the country, parents may not be able to support each child obtaining an education due to 

monetary limitations (Maralani, 2008). Although sending a child to school can be free, financial 

barriers are still produced as parents are expected to purchase resources necessary for learning 

online. Remote learning is dependent on resources such as internet access, online materials, and 

teacher communication; without those, students of low socioeconomic status are left isolated and 

unmotivated.  

1.3.2 Bilingual Families  

Another prevalent component impacting student motivation is the number of languages 

spoken in a household. Bilingualism can influence a parent’s ability to effectively stay involved 

in their child’s education. Students immersed in English at school, but exposed to their native 
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language at home produces a challenge. In order to identify academic outcomes influenced by 

language exposure, Wessels and Trainin analysed literacy performance rates of students between 

kindergarten and third grade. Participants involved were from both bilingual and monolingual 

families. Research reflects that, “...families have a major impact on young children’s literacy 

achievement and their participation in extending learning, setting and expectations is vital'' 

(Wessels & Trainin, 2014. p.2). Actively involved parents can enhance motivation and 

strengthen a child's academic performance.  

 

1.4 Remote Learning & SEL 

1.4.1 Social and Emotional Reactions to COVID-19 

Remote learning has become a common theme across the country. The recent pandemic 

has resulted in school building closures, impacting 91 percent of the world’s student population 

(United Nations working, 2020). Reduced human contact has prompted researchers to explore 

the social and emotional implications generated by change in learning environments. Due to the 

recency of this pandemic, minimal studies have been conducted. Majority of these studies have 

occurred in China, where this pandemic began.  

Researchers distributed a study to a sample of adult participants residing in China. The 

survey utilized a Depression Anxiety Stress Scale (DASS) to collect data. This 21-item scale 

measured residence depression, anxiety, and stress levels. DASS is a self-report survey designed 

to measure negative emotional states. Data collection was administered two weeks into the 

COVID-19 outbreak in China. Upon completion of the survey, researchers determined 53.8 

percent of participants reported moderate to severe psychological responses (Wang, et. al, 2020). 
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The nature of these psychological responses, whether positive or negative, was not provided. 

Further questions revealed 16.5 percent of participants reported mild to moderate signs of 

depression, and 8.1 percent  reported signs of severe stress (Wang, et. al, 2020). These numbers 

are low, concluding only small numbers of adult figures within China experienced extreme 

negative emotions brought upon by the pandemic. 

A similar study was conducted in China on children’s social and emotional wellbeing as a 

reaction to remote learning. Through parent surveys, researchers found children between the ages 

of 3 and 6 experienced clingines, inattention, and irritability (Jiao et al., 2020). Individuals 

located in areas where COVID-19 was prevalent, additional signs such as high rates of fear and 

anxiety were shown (Jiao et al., 2020). These emotions transfer into academic performance, and 

may be influenced by remote education.  

1.4.2 Students Performance Online 

A study conducted in 2012, by the Buechner Institute for Governance, explored how 

parents and students handled online learning. Researchers looked at perspectives on grades and 

motivation. This study provided insight to how students typically perform when participating in 

remote instruction. When questioned on their child’s performance in language arts, parents 

responded with an average score of 4.07, on a scale of 1 to 5 (1 being very poor, and 5 being 

very good) (Buechner Institute for Governance, 2020). The same study asked students the same 

question as well, reporting an average score of 3.82. These numbers conclude that students were 

responding positively to remote learning. 

Students participating in remote learning through an online curriculum were asked 

to report on their motivation and focus. Less than one in ten students reported motivation and 
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focus levels as little to none (Buechner Institute for Governance, 2020). This data supports that 

high levels of motivation and focus were still prevalent in students learning remotely.  

Waterloo Community Schools in Iowa reported on student participation during online 

instruction. One district building identified, 20 percent of the student body population had not 

logged into any available online resources (“From Completely Foreign to ‘Somewhat’ Normal”, 

2020). This data shows that, although not all were participating, the majority of this district's 

students were involved in remote learning.  

1.4.3 Importance of Teacher Wellbeing in COVID-19  

The recent pandemic has induced a change in typical day-to-day activities around the 

globe. This change has altered schools and other systems important to student development. 

Educators of the K-12 system were introduced to unfamiliar learning environments. Minimal 

preparation time available, left teachers facing instructional challenges. “COVID-19 is adding 

onto the stress that was already crippling the majority of teachers” (The American Institute of 

Stress, 2020, para. 3). Resources are needed to combat rising emotional and stress levels. For 

example, many teachers reported feeling abandoned, unnoticed, and deserted (Selwyn, 2020). 

Sources described the importance of educators participating in activities to help restore their 

emotional wellbeing to manage expectations and maintain performance (Lavelle, 2020). The 

aforementioned needs have increased since the beginning of the pandemic.  

1.4.4 Importance of Social-Emotional Resources During COVID-19  

Students and teachers were presented with a change in their learning environments, 

impacting daily routines and instruction. Resources have surfaced for teachers to utilize during 

the recent pandemic. In an interview, former State Secretary of Education said, “… many 



11 

students access critical resources at school, such as meals, clothing, and mental health support 

that may not be as widely available at home” (Winthrop, 2020, para. 10). If the previously 

mentioned assets are no longer accessible to students, their social-emotional status will regress 

(CDC, 2020). Teachers want students to return with a strong sense of social-emotional 

awareness. Activities surrounding social-emotional learning will prepare students to enter the 

following academic year with confidence. When social-emotional learning is incorporated into 

the classroom, students learn to “develop trust in themselves and others, build friendships with a 

broader range of classmates, and learn how to interpret the world” (Center for Responsive 

Schools, 2020, para. 3). With parent support, teachers can help their students grow their 

social-emotional awareness.  

 

2. Methodology 

2.1 Theoretical Framework 

The theoretical approach for this study explored parent and teacher viewpoints regarding 

remote learning and student motivation. During this study, researchers utilized Abraham 

Maslow’s Hierarchy of Needs Motivational theory. This theory states that psychological needs 

must be met before students can achieve their academic potential. Remote learning could impact 

student’s psychological outcomes, therefore influencing motivational performance. Researchers 

evaluated how Maslow’s theory connects to how remote learning shaped student motivation 

during the recent pandemic.  

2.2 Study Participants & Setting 
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 A total of fifty-five teachers and parents of children between grades kindergarten and 

third participated in this study. Twenty-three teachers and thirty-two parents provided data for 

our study. All participants were located within the Midwest region and had children participating 

in remote learning. The study spanned across nineteen Midwestern school districts. Participants 

were both randomly selected and directly contacted. Due to the study’s focus on remote learning, 

the setting varied between each student.  

2.3 Data Sources 

To collect our data, we conducted parent and teacher surveys as well as interviews. The 

parent surveys and interviews collected data on their occupation, school’s requirements, family 

dynamics, and their social and emotional well being. The methods also provided insight into the 

child’s motivational changes and well being. To conduct the surveys we reached out to parents 

via social media. By reaching out via social media a more diverse sample was obtained. The 

parents who chose to be interviewed were directly contacted by researchers via their preferred 

form of contact. 

Teacher surveys and interviews provided information on their own social and emotional 

well being as well as their students. The surveys also addressed their district’s remote learning 

requirements. Teacher surveys and interviews were sent out via social media, text, and email. 

The teachers who chose to be interviewed  were from a wide variety of districts. Researchers 

shaped their study around the perspectives of teachers and parents through surveys and 

interviews. This process helped researchers achieve triangulation.  

2.4  Data Collection Methods 
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All members of the research team collected data. Three members conducted interviews 

with teachers. Two members conducted interviews with parents. All members sent out the parent 

and teacher surveys. The data was electronically gathered during the spring semester after 

instruction had been moved remotely. The study occurred from May 8th, 2020 - May 14th, 2020. 

Surveys were available to participants at all times of day. Interviews were conducted during the 

morning and afternoon. 

2.4a Confidentiality and Consent for Parents and Teachers 

Prior to taking the survey, participants were presented with introductory information 

about confidentiality and consent. By electronically signing this page and hitting submit they 

provided their consent for collection and analysis of their data. Consent for interviews were 

gathered prior to the scheduled interview date. Participants were emailed a form to be 

electronically signed and returned. Doing so gave consent to be recorded and allowed for 

responses to be analyzed in this study. For confidentiality, only researchers had access to 

information identifying personal information of the participants. Files of interviews, notes, and 

survey results were only accessible by the research team. All physical materials of interviews, 

surveys, and information related to participants were kept in private files only accessible by the 

research team. All electronic files will be erased from computers, and physical files will be 

shredded three years after the completion of the study.  

2.5 Data Analysis Methods 

Throughout the data collection process, survey responses were organized in an excel 

worksheet. Interview data was stored in a shared document categorized by interviewee. 
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Responses to survey questions were color-coded based on their positive and negative tone. 

Common themes were explored within the responses. Once all data had been collected, 

researchers evaluated and concluded findings.  

2.6 Method Summary  

The study’s research methods allowed the opportunity for deeper understanding of 

teacher and parent perspectives on motivation during remote learning. Triangulation was 

achieved by using a variety of data collection methods. Data was collected through surveys and 

interviews sent to participants in the study. Participant’s identities and responses remained 

confidential to researchers to protect privacy.  

3. Findings  

Of the teachers that partook in the research study, 82.6 percent assigned voluntary work 

through modes such as SeeSaw, Google Classroom, Flipgrid, Canvas, and Epic. Many teachers 

utilized Zoom, Facetime, and Google Hangout to interact with students. Less than one third of 

participants had more than 50 percent of their student’s complete work, which some teachers 

claimed affected their motivation. 56.6 percent of teachers reported that remote learning 

negatively impacted their motivational levels. In interviews, some claimed that lack of 

motivation was due to the inability to interact with students and see their colleagues every day. 

Research participants responded to a survey via Microsoft Forms and answered questions 

related to remote learning and student motivation during the current pandemic. Results found 

that 60 percent of parents identifying as an essential worker, also reported they felt their 

occupation negatively affected their child’s remote learning success. 78.1 percent of parents felt 
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remote learning had a negative effect on their child’s motivation. Reasons included missing 

friends, limited peer interaction, and the duration of remote learning. Researchers also found 

78.2 percent of participant’s children had motivational levels of three or below on a scale of one 

to five. 93.8 percent of participants reported their child’s schoolwork was voluntary. Of those 

participating in voluntary work, 76.7 percent reported their child’s  to be affected by remote 

learning.  

Discussion and Conclusion 

The purpose of this research was to determine how remote learning impacted student 

motivation. Parent and teacher responses reflected a greater percentage of negative motivational 

levels as a result of remote learning. Influencing factors, identified through research results, 

include parent occupation, school requirements, family dynamics, and social-emotional 

wellbeing. Remote instruction shifted additional responsibilities onto parents, increasing 

involvement in their child’s learning. Survey responses revealed 78.1 percent of parents 

perceived a negative impact on their child’s desire to learn remotely. Responses reflected a 

higher percentage of negative teacher motivational levels, compared to positive outcomes as 

well. Although the recent pandemic created unprecedented learning conditions in education, 

research results can conclude remote learning has had a negative impact on student’s desire to 

learn during this time. It is still uncertain how low motivation levels will correlate to academic 

performance once students return to the typical classroom environment. The conclusions of this 

research provides a foundation for future courses of action in education.  
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Abstract 

When a crisis interrupts daily routines and displaces students from classroom environments, 

unmet social-emotional needs may interfere with academic progress. The purpose of this 

research is to explore methods to connect with and accommodate students when shifted 

away from the classroom during a crisis. In an ideal school setting, students have access 

to people, resources, and tools to support growth and development. However, stakeholders may 

not be properly equipped, trained, or knowledgeable of effective strategies for students 

during displacement, therefore, impacting academic and social-emotional learning 

(SEL) development. Disruptions or environmental changes challenge the stability in the lives of 

children (Harper, et al., 2003), which include but are not limited to abuse, pandemics, natural 

disasters, deaths, or illnesses. Short and long-term academic risks for displaced students 

commonly include academic setbacks, mental health problems, behavior problems, or poor 



attendance (Pane, McCaffrey, Kalra, & Zhou, 2008).  A projection for the academic effect of 

COVID-19 school closures predicts students will start the next academic year learning only 37% 

to 50% of math content with less than 70% of language arts content (Kuhfeld et al., 

2020). Without strategies to support the whole student during displacement, students may regress 

in basic skills and motivation to learn.   

 

Displacement During Crises: K-5 Student and Educator Strategies 

Abuse, natural disasters, deaths, and illnesses are all aspects that may affect students’ 

lives, but what can we do, as educators, to help them through it? During a crisis, the social-

emotional development and academic growth of students and educators may be impacting how 

educators decide to continue their teaching. Throughout this research, aspects of the impact of 

crises will be investigated. Personalized teacher interviews alongside an organized focus group 

of five educators and the researchers will be conducted to further analyze strategies and methods 

that are being used for K-5 educators and students during a crisis. A survey will be administered 

to educators holding various roles within multiple districts and states. With this survey, 

researchers aim to discover similarities and differences that educators and districts put forth 

when dealing with a crisis. Developing this understanding may lead to solutions and helpful 

crisis plans to support students and educators when faced with crises. This research may be 

crucial to the future well-being of students and educators when crises arise.   

When an interruption in a student’s life removes them from daily routines and learning 

environments, unmet social-emotional needs may interfere with academic progress. Amid the 

COVID-19 crisis, some displaced students have experienced reduced connection and 

engagement. In order to progress academically, teachers are tasked with providing accessible 



activities and strategies to all students during distance learning. Educator responses to a crisis 

may affect teaching practices, which in turn, impact student achievement. A review of current 

literature regarding social-emotional development, academic growth, effective teaching 

strategies, and stakeholder perceptions.   

Social-Emotional Development of Child    

Social emotional competence is the ability to understand, manage, and express the social 

and emotional aspects of one’s life that enable the successful management of life tasks such as 

learning, forming relationships, solving everyday problems, and adapting to the complex 

demands of growth and development (Elias, 1997, p. 2).    

When a crisis occurs, students, classes, or schools are impacted in various ways (Whitla, 

2003). Crises displacing students from school affect not only student, but educators and families 

as well. During Hurricane Katrina, for example, students were displaced from the classroom for 

safety precautions. The mental health of students became a vital concern as the community 

attempted to cope with post-traumatic stress syndrome, acute stress disorders, and distress 

symptoms (Winters, 2007).     

Basic Needs    

Challenges with mental health may harm a student’s basic and critical needs. When the 

basic needs of a student are threatened as is their social-emotional development. In an event that 

a child’s basic needs are not met, learning how to respond and restore tranquility cannot take 

place when stress-inducing events occur (Forbes, 2012).  For this reason, adequate resources 

provided to students can aid them in the regulation of their social-emotional development.    

Resources for Social-Emotional Development    



For this reason, adequate resources provided to students can aid them in the regulation of 

their social-emotional development. Education programs support literacy and social-emotional 

development through activities such as reading, writing, singing, drawing, listening, and 

engaging in conversation (Santos, 2012). For instance, teachers read books that focus on themes 

about emotions and interactions to redirect behaviors. For example, the book, Hands Are Not for 

Hitting, by Martine Agassi enlightening students that hands are valuable for positive 

interactions, such as playing, making, and hugging, but not for being violent or harmful. As 

caregivers and teachers provide activities to students, they challenge a choice to occur in a 

student’s self-regulation, leading to the metacognition of individual needs.     

Stress Due to Crisis    

As students begin to think about their basic needs and strategies to self-regulate, stress 

can be imminent. When a student feels an increase in negative stress, such as in the event of a 

crisis, they may lose sight of developing themselves as social and emotional beings. Stress 

reduction is essential to a child’s ability to analyze and improve future situations. Failure to 

process past experiences causes emotional and traumatic experiences to reside in a student’s 

mind without student awareness (Forbes, 2012).     

Support Systems    

Students may feel lost when displaced from school due to the absence of the security and 

structure provided by their formal learning environment (Winters, 2007). Part of the structure 

that schools provide for students includes quality academics and social-emotional awareness. 

Social emotional development is a critical factor in a student’s ability to succeed academically; 

however, social-emotional development can be impacted by many different factors. In the 

book, Help for Billy, Billy experiences what it feels like to be in a positive and supportive 



relationship that equips him with the ability to handle future stressors on his own, which leads to 

academic success (Forbes, 2012). This example demonstrates that students count on support 

systems to contribute to personal social-emotional development. In the case that a learner is 

dysregulated, teacher-student connections may be the most powerful way to help shift the student 

back to a state of regulation (Forbes, 2012). Teacher confidants guide student potential in social-

emotional development. After all, “Once a child is calm, secure, and back in balance, academic 

achievement can then take place” (Forbes, 2012, 128).     

Further research also shows that caring and responsive environments extensively 

contribute to a student's social-emotional and cognitive skills (Santos, 2012).While responsive 

and caring environments may be offered at home and at school, it is not certain that every child 

will go home to a safe environment in the event of a classroom displacement. “No one can hurt a 

child, whether emotionally, mentally, or physically, more than the parent” (Forbes, 2012, p. 

164). The potential of a harmful environment at home may affect a student’s ability to 

experience further social-emotional development; therefore, being displaced from school may 

lead to social-emotional and academic setbacks.     

In summary, students’ basic needs drive them in their everyday lives (Harper, 

2003). When children go through crises, social-emotional development may be impacted due to 

lack of fulfilling basic needs, the presence of stress, and unfulfilling support systems. Children 

who live with food insecurity, inadequate shelter, fear, unsafe conditions, psychological pain or 

emotional abandonment, or neglect and rejection continue to be at risk for academic 

development (Bruntland, 2000; DeLay, 2000; Kaslow, 2001; Saigh, 1998)” (Harper, 2003). For 

this reason, the overall well-being of the child is of the upmost importance.    

Academic Development    



Crises resulting in displacement can cause disruption to students’ academic lives. Life 

unexpectedly happens, which may lead to academic progression or regression. Consequently, 

having support systems in place, allows personalized attention to students’ academic abilities.     

Progression    

Student success in academics is based on adaptability, defined as, “the capacity to make 

appropriate responses to changed or changing situations; the ability to modify or adjust one’s 

behavior in meeting different circumstances or different people” (Martin, 2013, p. 728). Extra 

support may be necessary for students during a crisis. Students who adapt to situations remain 

acquainted with fast paced learning, active class participation, self-motivation, and enjoyment of 

school activities (Martin, 2013). Before a crisis arises, if desire for learning is present, the same 

mentality may remain once the crisis dissolves. Desire to succeed in academics may drive 

students to continue learning outside of the classroom.    

Learning during crises can occur outside of the classroom or upon students’ return. 

The potential result in displacement from the classroom could be days, weeks, or months. 

Educators determine the plan of action for each student. After 9/11, a professor decided to turn 

his class into a service-learning project. Impactful innovative learning of applicable skills for the 

students’ futures was the project’s positive outcome. Adapting learning for students in realistic 

situations transfers skills, such as planning, organizing, leading, motivating others, adapting to 

unforeseen events, and group decision making, to the future (Schaffer, 2004). Students’ 

participation in this contemporary learning style can broaden skill sets. Since the professor 

shifted the focus, students gave back to their community during a crisis, creating a coping 

mechanism for themselves. Students’ interest in academics may increase 

when learning encompasses the first-hand experience of a changing world. Learning through the 



eyes of students can benefit each students’ academic growth. When a tornado destroyed schools 

in Joplin, Missouri, discipline decreased by 13% and attendance improved by 1% from the 

previous academic year (House, 2012). Learners were able to choose the path 

of personal education during this crisis, allowing them to become focused and engaged in their 

learning. Progression in academics may be achieved when teachers adapt to the needs of students 

after a crisis.     

Regression    

Student displacement from the learning environment may also result in academic 

regression. Upon arrival to school following the 9/11 attacks, educators experienced unprepared, 

disconnected, and unfocused students (Schaffer, 2004), which is common for learners following 

crises. Learning cannot continue while a student is experiencing the repercussions of 

a crisis. Students who are unable to adapt may experience low efficacy and poor performance 

causing their academics to regress (Martin, 2013).     

In the event of a crisis, school districts can create plans to support educators and students. 

Following the devastating tornado in Joplin, the Joplin School District (JSD), was determined to 

continue students’ education as soon as possible. JSD decided to proceed with personalized 

learning by ensuring that every student had access to a MacBook (House, 2012). Opportunities 

to utilize personal learning allows students to focus on their future. With individual learning, JSD 

knew academics would decline before test scores showed improvements (House, 2012). During a 

crisis, a necessity for educators is to find strategies that support students before expecting 

academic growth. Schaffer (2004) states that, after the 9/11 attacks, the students performed lower 

in classes where traditional exams were continued. Realizing students' academics may initially 



regress due to a crisis, educators can focus on creating a foundation of trust and well-being for 

future academic development.    

Importance     

Continuing academic development through a crisis may be the backbone to personalizing 

engagement of future learning opportunities. Therefore, to reach all students means to 

reach beyond the traditional box to reshape new ideas for each student's box (House, 2012). In 

doing this, learning is tailored to fit individuals’ interests and passions, leading to engagement of 

future career paths (House, 2012).     

Personalized learning engages students in the opportunity to make independent decisions, 

increasing motivation for academics. An example may be choosing specific books for students’ 

passions and interests or establishing classroom jobs to instill student purpose. Overall, when 

learning is customized to fit students’ individual interests, academics can continue in the duration 

of a crisis.      

Additionally, not every school district continues education during a crisis. Learning gaps 

may form due to little attention given to academic development.  After Hurricane Katrina, school 

districts began discussing students’ education after a natural disaster (Winters, 2007). Factors 

such as response teams, financial allotments, and evacuations are primarily considered to overall 

focus on supplying students with needs.     

The importance of educators prepared to continue academic learning after a crisis is vital 

for the well-being of each individual student. The progression of academic learning must be 

tailored to each situation in order to make a positive impact on students. Educators hold the 

responsibility to continue effectively teaching students during a crisis that results in 

displacement.   



Effective Teaching Methods During Displacement    

Effective instruction is only as sound as the practicing teacher and his or her state of 

wellbeing. When teachers are placed in difficult settings or environments, “the students of 

teachers who had higher wellbeing levels as measured by self-efficacy beliefs and job 

satisfaction, received higher final grades” (Caprara et al., 2003, as cited in Turner 

& Theilking, 2019, p. 938). Similarly, Duckworth et al. (2009) found that students’ academic 

gains were greatest when they had teachers with high levels of grit and life-satisfaction. 

Individualized instruction accounts for student learning differences, allowing adequate distance 

learning opportunities. As teachers react to crises differently, having methods in place may allow 

them to effectively respond to the diverse needs of students.    

The Influence of Teacher Responses and Coping Strategies    

Sotardi (2016) found that reactions of adults in stressful situations are closely tied to 

coping strategies children develop to regulate themselves. The implications of this finding are 

important because the responses of adults are modeled and adopted by children as adequate 

coping methods. When children observe healthy and productive coping methods, they are better 

equipped for stressful situations that arise in their own lives.   

Coping skills must be taught to students at a young age to create a firm foundation for 

social-emotional and academic achievement (Sotardi, 2016). Students in elementary are 

impressionable and learn at a fast rate. Acquiring a proactive approach to handle stressful 

situations can set students up for success when healthy and productive strategies are practiced 

and developed at a young age. Conversely, children exposed to unhealthy or ineffective models 

of coping, or that have a high window of stress tolerance (Forbes, 2012), may develop aggression 

or learned helplessness when they continue falling short of regulation (Sotardi, 2016). 



Furthermore, skill building to solve health problems should become part of a school-based 

coping education program (Kim, et al., 2014).      

Instruction During Displacement    

When displaced from the school environment, students may become dysregulated by the 

event taking place, the disruption of routine, or both. Before students are able or motivated 

to learn, they must be regulated (Forbes, 2012). As mentioned previously, educators must be 

familiar with Maslow’s Hierarchy of Needs (Harper et al., 2003) and recognize that the basic 

needs of students, such as regulation and safety, must be met before imposing instruction on 

students. In addition, learning differences need to be considered.     

A well-developed crisis plan is essential. Teachers must be able to develop plans for 

instruction that supports learning differences through multiple modes. Burdina, et al. (2019) 

identifies the need for a new curriculum design providing teachers with the necessary skills to be 

proficient in distance learning. When instructional planning and distance learning skills are 

acquired, educators can attend to the individual learner. It is also important to use different 

teaching methods based on the subject being taught. For example, Hsiung & Deal (2013) explain 

some subjects may be relatively easy to prepare and deliver in a virtual classroom, where others 

such as science and mathematics may bring restrictions and complexities to teaching and 

learning that may require interactive learning activities or experiments. Crises can have a wide 

range of effects within the school environment. For example, some students may have to deal 

with the loss of a parent or family member, natural disasters can destroy homes and 

neighborhoods, and pandemics can affect all areas of life. Thus, best practice requires instruction 

to adapt to the needs of students in each unique circumstance.     

Socio-economic Wellbeing    



Regardless of the scale of a crisis affecting a population, individuals will be navigating 

through their own circumstances. When students from different socio-economic backgrounds are 

displaced from the school environment, the nature of everyday experiences may vary (Baker, et 

al. 1994). Students from low-income families may not have available resources (i.e. internet, 

computer, books, etc.) to continue schooling through distance learning, or have caregivers 

with the adequate skills to provide assistance. Similarly, students whose parents both have full-

time careers, work two jobs, or have long hours, may not be available to students needing further 

assistance. These differences cannot be overlooked, and teaching instruction must meet each 

student at their need.    

In addition, when crises of a large scale alter the economy, potential for unfavorable 

circumstances increase. Studies such as Steinberg and Dooley’s in 1981, and Bower’s in 2003 

examine the connections between a decline in economy, poverty, and child abuse. Educators 

have an obligation to students’ wellbeing. This includes being aware of statistics during times of 

crisis, being aware of the warning signs of child maltreatment, and knowing the actions to take in 

the event of suspected child abuse.    

Educator and Caregivers Perceptions    

The well-being and academic growth of students confides in the responses of caregivers 

and teachers when a crisis occurs (Forbes, 2012). Educators showing stress can affect the 

students’ emotions and actions during a crisis. Depending on how teachers respond, stress can 

have consequences on students’ health, social competence, or the ability to succeed in school and 

life (Thompson, 2014).    

Influences      



The relationship between caregivers or educators and the child is a key factor in 

development. Children tend to display motivation toward learning when they are comfortable 

with the adult in the environment. Educators can create a positive and comforting environment 

for students during a crisis using planned and tested strategies. A survey was conducted Pre-9/11 

and Post-9/11 with children, parents, and teachers. The focus of this survey was to see the degree 

of change students produced over time. One area of improvement after 9/11 was the 

relationship children had with adults. In the survey, a large portion of students strongly 

agreed teachers care about them, as well as having exceptional relationships with their parents 

(Mijanovich, 2010). Increase in trust with adults after 9/11 was a positive development found in 

the research. Trust will promote motivation toward learning, revealing adults’ relationship with 

children essential along with appropriate educator responses to crisis.     

Efficacy of Preparation    

Teachers’ perceptions of crises are critical to children’s learning and well-being. 

Confidence to handle and continue developing the whole student through crises will affect 

student outcome. Social-emotional learning and multi-curriculum development are essential 

outcomes for students. Seventy-two teachers were surveyed in six different public elementary 

schools about their perceptions of preparedness for crises. In result, the teachers from each 

school stated feeling prepared for crises (Olinger, 2017). Olinger says teachers feel prepared for a 

crisis, although handling crises may differ from being able and prepared to teach appropriate 

content for all students. Hence, theorists and educators need to develop new models of education, 

curriculum, and methods to achieve student learning for an unforeseeable future (Cloninger, 

2018). Building awareness and training for teachers, can strengthen support of students. 



Educators’ self-efficacy towards a prospective situation may affects reactions, which can 

correlate to the students’ attitudes of the situation and their learning.    

Importance    

Students’ education throughout elementary school can affect their future. Events in 

children’s lives may shape their abilities and mentality. Teachers and caregivers' perceptions and 

responses towards a crisis can alter the student’s conception of the events. Having a strong 

foundation for further education can stem from the support and attitudes of the teachers 

and caregivers in students’ lives. Teachers need to be equipped with tools and knowledge to 

develop student learning through a crisis and prepare children for unpredictable futures 

(Cloninger, 2018). Cloninger believes that to face current crises, inspiring people to focus 

on well-being is imperative (Cloninger, 2018). Educators and caregivers may see a greater result 

in student development, when the goal of crises responses is well-being.     

Conclusion    

During a crisis, it is necessary for educators to have the appropriate professional training 

and resources to provide support for all students when they are displaced from their learning 

environment. Crises can cause interruptions in students’ lives that may result in regression in 

social-emotional and academic development. Attitudes and responses toward crises may 

influence student learning. When procedures are in place and educators have necessary tools and 

guidance during student displacement, the social-emotional and academic development can make 

a smoother transition into distance learning for continued progression.    

The review of literature on strategies of displacement of children during a crisis showed 

no contradictions in research. Multiple themes surfaced during the review. The first theme was 

the connection between teacher self-efficacy and teaching practices. A second theme was the 



effects of students’ social-emotional development on academics. Finally, parallel with Maslow’s 

Hierarchy of Needs, several findings reported students' basic needs (i.e. rest, shelter, food) must 

be met before achievement of academic growth.     

Crises are inevitable in the lives of students and teachers, and the impact may reach one 

person, a community, a region, or the entire world. Unfortunately, there is a lack of research on 

teaching strategies to be implemented during these times. Students’ social-emotional 

and academic develop throughout their K-5 education can be affected due to the minimal 

research conducted that identifies effective teaching methods and strategies during student 

displacement.  

Method   

Theoretical Framework   

Maslow’s Hierarchy of Basic Needs and Lazarus' Model of Stress and Coping Theory 

were the theoretical frameworks used to guide research. Maslow's Hierarchy of Basic Needs 

includes five levels. Physiological needs, safety needs, belongingness and love, esteem, and self-

actualization are all included in the five levels. The theory centers around the idea that the lowest 

need must be fulfilled before any levels above can be met. Based on this theory, researchers 

suggest, teachers should observe the child’s homelife, food intake, sleep patterns, and isolation to 

go further on with their counseling. In Lazarus’ Model of Stress and Coping Theory, people 

who have the ability to evaluate harm, threats, and challenges, are better equipped to have proper 

coping methods within the occurrence of stressful events or crises (1996).    

Study participants and setting   

The target population for this study was K-5 educators, current and past, in several states 

and school districts. In addition, when selecting participants for the study, researchers connected 



with educators in school districts with various class sizes from both urban and rural schools to 

ensure a wide range of responses. The educators were from Iowa, Wisconsin, Minnesota, 

Texas, North Dakota, South Dakota, Washington, Illinois, Alaska, California, Colorado, Indiana, 

and Mississippi. The goal was to gather and analyze 100 responses from the survey, however, 99 

responses were collected. Researchers also connected with various K-5 educators via personal 

interviews and a focus group. Chosen educators were not able to participate in other aspects of 

the study to ensure diverse responses. The focus group was conducted via Zoom involving 

five educators to inquire their responses to crises. Research was collected through Zoom, email, 

and social media posts.   

Data Sources   

A survey was sent out first, followed by interviews and the focus 

group. Researchers sent out a survey that included demographic categories educators fit into. The 

survey defined crisis and included nine open ended questions that produced qualitative data. 

Researchers conducted interviews with teachers regarding their response during a 

crisis. The focus group with five teachers gathered through Zoom for further 

questioning. Answering unclear questions while accumulating thoughts on beneficial strategies 

and resources for teachers was the goal for the focus group.   

Data Collection Methods   

The entire group of researchers collected data simultaneously, through the survey, 

personal interviews, and the focus group. The survey was sent during the second week of 

research so that data could be analyzed at the beginning of the third week. The survey was open 

for a week allowing interviews and the focus group meeting to take place afterwards. The 



interview consisted of mutual questions developed by researchers. The focus group was led by 

the entire group of researchers halfway through the research.    

Data Analysis Methods   

Further questions were developed based on the survey analysis. Once the survey closed, 

researchers were able to organize and analyze data based on common themes. Survey results 

were compared to the interviews and focus group in order to determine patterns through all 

sources of data collection.    

Summary   

The theoretical framework of this study was based upon Maslow’s Hierarchy of Needs 

and Lazarus’ Process Model of Stress and Coping Theory. These theories on basic needs and 

coping methods are directly intertwined with social emotional development and the need to have 

strategies implemented in the event of a crisis. Our participants included K-5 educators in diverse 

ranges of school districts. Sources used to collect the data for this study included a survey, 

personal interviews, and a small focus group. The tools used to collect data and meet with 

educators included Zoom, emails, and social media posts. Data analysis methods allowed for 

commonalities to be recognized.   

Findings   

Student and Teacher Responses to a Crisis   

Student Social-Emotional.  A common theme found from all three methods centered 

around meeting children's basic needs of sleep, food, safety, shelter, and clothing. Evaluation, 

care of, and stability of child must be met before academic learning and progress can be made. 

Maslow’s Hierarchy of Needs supports research findings focused on the necessity of basic needs 

being met prior to learning. As P99 stated, “Every student responds to traumatic situations 



differently. There is ‘no one size fits all’ solution...the best way is through developing a strong 

relationship with them.” Findings suggest when building relationships, a positive environment is 

created, leading to individualized plans for student needs. “We simply need to stop and listen to 

our students.” Self-regulation may be a strategy implemented to encourage student mindfulness. 

Keeping a journal to record contrasting days, incorporates various memories emotions, thoughts 

and behaviors. Researchers found enlightenment on a student of whom acquires, “A lot of 

emotions when she’s at school...and needing a lot of extra love.” Fortunately, students may 

receive extra love from friends, peers, teachers, and counselors while in school. Forty-

four percent of participants elaborated the importance of social relationships in students’ lives. 

Specially, 14% emphasized student-teacher relationships.    

Student Home Life.  A variety of situations affect student home life. Survey results 

showed 25% of participants reported students’ lives had been affected due to chronic illness. 

Fifty-five percent of participants described how student life at school was impacted in result of 

child trauma at home. Due to high reports, social relationships with friends, teachers, and support 

staff were negatively affected during displacement. Feelings of anxiety, depression, fear, 

sadness, and anger consumed students, leading to throwing chairs, yelling, and shutdowns. One 

participant expressed students tend to, “Build unhealthy relationships because they need 

something to rely on.” Having a classroom community of friends that support and love each 

other is essential in time of a crisis. During an interview, the participant articulated her focus, 

“Was to see and talk to each other” aiding students’ SEL during class Zoom meetings. 

Consequently, she created a routine. Classes consisted of giving students a chance to sing with 

peers, engage in show and tell, and read interactive stories together. The interviewee urged 

educators to understand it was not about, “Keeping up with standards, or knowing math facts, 



rather they could just be together with their friends again.” In a time of crisis, students require a 

classroom community of support, love, and healthy relationships. Diverse student home lives, for 

example, socioeconomic status, single parents, and foster care, generate predictability when 

collaborating with peers.    

Educator Social-Emotional. Educators are challenged to balance personal and 

professional obligations, while maintaining personal social-emotional composure. One 

participant's experience highlighted how, “Hard it is to not take crises home with you and not to 

let them affect you.” The participant added, “It’s practically impossible to shake those things 

out of your mind.” At least 18% of participants noted the importance of essential supportive 

staff, counselors, principals, and administration. Finding a confidant to communicative emotions, 

thoughts, and ideas to is critical in educators’ SEL. As P1 encouraged, “You’ll burn yourself out 

much quicker... it’s okay to ask for help.” Likewise, P2 agreed to ask for help, while discussing 

the significance of suppressing confidential information. An educators’ priority focuses on 

student confidentiality, even when, “People want to help, but yet, also just want to know.” Data 

poses educators to accommodate for caregiver emotions, thoughts, and behaviors. Survey 

responses exhibit 30% of caregivers showing support during a crisis. Another 35%, reflects 

overwhelming feelings and stress. Educators are committed to students and in correspondence 

with parents as well. A participant responded, “I’ve felt pretty useless...I’m at home with my own 

kids trying to balance everything and parents are wanting us to meet with students, so they are 

not falling behind.” Another participant explained to parents, “If you’re overwhelmed, read with 

kids at night. Take them outside. It’s not about math and reading, it’s about them being okay.” 

Educators and caregivers form a tight-knit team cheering for the student. Overall, educators are 

responsible for supporting, communicating, and reassuring caregivers. Before, during, and after a 



crisis, educators need to be supported socially and emotionally since they relinquish to students 

and parents.     

Educator Support.  Educators yearn to constantly invest student needs 

before themselves but require guidance and support along the way from administrators, 

principals, counselors, and co-workers. According to the survey, 48% of participants stated 

districts offered guidance and support to educators during a crisis. Adversely, 23% of 

participants hope to continue having support or long for more support and guidance through 

crises. School counselors and psychologists provide a foundation of support during a crisis. 

Focus group P2, described, “Years in my profession we did not have an elementary counselor 

and those years are hard... kids need to be able to connect to somebody they know.” In addition, 

P5 added, “It seems psychologists and counselors could be the part being cut, and both are who I 

and our district lean on for guidance during a crisis.” Educators willingly focus on students 

before themselves, yet some lack personal support socially, emotionally, and academically.   

Implications on Students’ Academic Development   

Domino Effect.  Researchers found a domino effect in regard to academic development. 

For example, when students are displaced, motivation decreases. This reduces concentration, 

leading to less engagement, and in result, student learning regresses. One participant shared, 

“Trauma is academically debilitating,” confirming data findings of 55%. During trauma, 

“Learning is slow and painful,” due to a lack of motivation and concentration. Students are 

seeking ways to process situations they are experiencing. Essentially, the brain downshifts due to 

stress from emotions, thoughts, and behaviors causing learning to regress. When this happens, 

“We cannot push our agenda, rather acknowledge the student’s agenda to support them in ways 

we could have never imagined.” If we do this, discovery of students’ resilience may surface. A 



response to the survey reflected on a parent reaching out to the teacher to help the student do a 

worksheet, stating, “You know, it’s more for confidence... sometimes hearing it from a teacher 

comes much differently than hearing it from a parent.” During a crisis, students may need a 

confidence boost to help them bounce back. Other students may need someone to depend on. 

“One Student who wouldn’t talk during a Google Meet had his head down the whole time. He 

didn’t want kids to see or hear him.” Later, the teacher stayed on to talk with him. Every 

situation looks differently and, in most cases, “Somebody has been through that specific crisis 

before, lean on them, so as a team you can put students’ best interest first.”   

Academic Outlooks.  Academic outlooks vary due to the vast number of crises and 

educators. One finding advocates instruction becoming specialized to fit student needs during a 

crisis. When displaced from school, 32% of participants mentioned, “specialized instruction,” 

whether online learning, support systems, IEP’s, technology available, or time. Many 

participants recommended skill-based learning, where students focus on emotional skills, time 

management, conflict, stress management, etc. Skill learning targets playing outside, coloring, 

reading books, and singing songs rather than knowing 50 math facts, or drilling worksheets. 

Alongside specialized instruction, 18% of participants actualized the concept of skill learning.    

Influence of Preparation   

Crisis Plans.  Many schools have crisis plans ready in the event of a tornado, fire, or 

intruder. Independent student crisis plans should be addressed, as well as adequate educator 

training to be prepared in result of a crisis. The survey showed 71% of participants selected, 

“Yes, their district has a crisis plan.” Five percent answered, “No”, and 23% selected, “They are 

unsure if their district has a crisis plan.” Findings reveal most crisis plans address school crises, 

rather than specific student crises. Unfortunately, planning for a vast variety of unknown events 



is difficult.  In the focus group, participant three encouraged people to follow the simple mantra, 

“Don’t panic, just make a plan.” The participant states we tend to panic easily, and we need to 

regulate this to allow us to make the best decision. We are not able to plan for hypothetical 

crises, but we are able to be trained and prepared to handle whatever comes next.    

Trainings.  Educators can be sufficiently educated and equipped to effectively engage in 

crises. One participant in our survey talked about, “Given a lot of support through our TLC 

program with our instructional coaches and curriculum director...to set us up to succeed.” Over 

50% of participants hoped for more online training, such as website resources, videos, and 

online learning platforms. Similarly, 33% of participants mentioned access to professional 

development opportunities through school districts. Participants informed researchers in the 

event of any crisis, technology, direct communication, and guidance and support are the essential 

resources needed to support student and educator needs.    

Future Research   

Specific Crisis Plans.  Future research should consider looking into specific crisis plans, 

such as how they could benefit students, teachers, and parents. To discover the importance of 

preparation and training of crises could drastically impact students’ social-emotional needs and 

academic development. Focusing research and collecting data from a group of administrators, 

principals, and teachers would be ideal.    

Parent Perceptions.  In continuing, researchers may investigate parent perceptions 

during a crisis. Finding a literature review to support collected data could lead to new 

explorations of crisis strategies for educators and students.   

Discussion   



K-5 students face a multitude of crises impacting SEL and academic development in 

which support from educators and caregivers is essential to cope, redirect, and advance learning. 

Results will be demonstrated in reflection of what is already known in the field of education, in 

addition to advanced considerations of student displacement from the classroom. Interpretations 

of results were examined through organizing data based on common themes. Aligned with 

proceeding literature, results validate commonality between student and teacher responses, 

implications on students’ academic development, and the influence of preparation in the event of 

a crisis.    

Researchers discovered learners, both students and educators, react similarly when a 

crisis occurs. It appears, both long to be back in the classroom community during displacement. 

During crises, learners are exposed to an increase in anxiety and depression, leading to excess 

negative stress. Studiers noticed educators play a key role when influencing classroom 

environments. When a relationship between an educator and student is built, a safe space is 

established, creating student resilience. Regardless of student home stressors, the classroom will 

remain a place of predictability. Nonetheless, schools may fail in being a predictable place for 

educators’ SEL during a crisis. Educators carry the weight of school crises, causing impossible 

situations to remain intact. Due to this, educators may become exhausted, leading to burn out. 

Therefore, districts should provide adequate support and guidance to educators through crises, 

building a tight-knit family of accountability, dependability, flexibility, and resilience.   

Under crisis circumstances, student implications on academic development 

diversifies. The Domino Effect indicates student displacement decreases motivation, which 

reduces concentration, leading to less engagement, and in result student learning regresses. 

Consequently, implementing strategies to build student confidence, and social-emotional support 



is essential in the event of a crisis. For this reason, students’ social-emotional and academic 

development is associated with educator preparedness and training of crises. School districts 

should be required to retain a crisis plan, covering natural disasters, intruder policies, and 

individual student crisis plans. In addition, participating in professional development of crises 

should be a necessity for educators. Online and face to face trainings, as well as learning 

platforms are valued in crisis situations. Educators should be adequately educated and equipped 

to effectively engage in crises.   

Our results suggest regulation of students’ basic needs aid in the development of 

academics according to Maslow’s Hierarchy of Needs. Researchers found throughout the review 

of literature; after a crisis occurred, individual strategies were reviewed. For this reason, anxiety 

surfaces when educators rely on vague outlines of crisis plans during or after elated trauma. 

Hence, educators are placed in an unstable position, effecting dependability for student and 

individual SEL. A new understanding of crisis plans should be implemented to schools before a 

crisis transpires. K-5 strategies used during displacement extend quality research in assembling a 

foundation for school districts to implement innovative crisis plans. An example crisis plan 

includes, but is not limited to, aligning with self-regulation, supporting social relationships, and 

educator preparedness in extensive professional development.   

Limitations of this study should be considered. A larger sample size should be collected 

to establish a wider range of diverse populations. Although data was collected from fourteen 

states, the majority of data was linked to the Midwest. Results should be interpreted with caution 

as participants were amid the COVID-19 pandemic. Future research should consider exploring 

specific crisis plans, such as how they could benefit students, teachers, and caregivers along with 

investigating caregiver perceptions during a crisis.   



Conclusion   

Students’ well-being is a necessity during a crisis prior to academic success. A key 

takeaway from research includes the belief that The Domino Effect occurs, which leads to one 

event to the next. Future learning requires academic proficiency met through student engagement 

in classroom activities. Concentration and motivation may regress due to crises in displacement 

of students from the classroom. Strategies that promote student success begin with supporting 

student social and emotional needs. Student needs are met when relationships between 

peers, educators, and caregivers are developed. Opportunities for professional 

development allow educators to learn skills in adapting crisis plans to reach various traumatic 

situations. During a crisis, SEL should be prioritized to build a foundation of stability for student 

advancement.   
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Teacher Preparation Via the Bridge to Professional Practice: Metaphor Meets Politics  

Abstract 

The elementary teacher preparation program at Utah State University (USU) has long been a 

well-regarded program. For example, superintendents and human resource administrators have 

indicated for years that they prefer hiring a teacher education graduate from USU over those from any 

other institution in Utah. Still the program is not immune to political pressures from state legislators, the 

state school board, local school district administrators and teachers, and university leaders. For 

example, state legislators have expressed doubts about the quality of candidates entering the teaching 

profession, while the state school board has adopted licensing requirements that are more competency-

based than credit-based. School districts struggle to fill teaching positions, and university leaders want 

to maximize the use of resources on campus.   Faced with such pressures, faculty and staff of USU’s 

School of Teacher Education and Leadership began a multi-year effort to reconfigure its program. Initial 

discussions led to abandoning a multiple levels metaphor to the adoption of a bridge metaphor, thus the 

name Bridge to Professional Practice. An initial study of bridges led to a focus on suspension bridge 

construction, yielding metaphorical labels for program components such as cables, anchors, towers, and 

roadways. Small groups of faculty and staff responded to the reconfigured program, resulting in multiple 

iterations until the program was formally presented for formal adoption.  

The cables, which give shape to a suspension bridge, represented the broad themes that would 

permeate each aspect of the program. The anchors at the beginning and end represented the 

preparation needed to enter the program and the transitional experiences needed to enter the teaching 

force. The towers represented the different course work groups that prospective teachers would 

encounter while crossing the Bridge to Professional Practice. The roadway was divided into lanes to 

permit students different pathways to licensure. The Bridge to Professional Practice addressed declining 

enrollments in teacher education by delaying the decision to commit to the program until the students 



were able to gain more information about teaching as a profession. Multiple routes to licensure were 

honored by creating two lanes across the bridge, permitting those who wouldn’t be able to meet 

traditional university teacher preparation criteria to continue in the program so that they would be 

better prepared to succeed in alternative licensure programs run by the school districts. Teacher 

commitment to the profession was encouraged through allowing early access to endorsement programs 

typically taught at the graduate level, and, indeed, permitting early entrance to the master’s degree 

program while still an undergraduate.  

In its third year, the reconfiguration process is on-going so that issues arising along the way, 

such as challenges in enrollment planning and difficulties encountered in implementing new field 

experience ideas, can be solved. One of the most successful ideas to come from this reconfiguration has 

been the creation of multiple lanes to cross the Bridge to Professional Practice. In addition, enrollment 

patterns are encouraging, if somewhat inconsistent at this point. Finally, the spirit of innovation has led 

to renewed partnerships with school districts to resolve some of their teacher shortage problems.  
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Abstract 

 

This paper will disseminate the online faculty mentoring cycle at an online university. 

Through including transformational and situational practices embedded within a cognitive 

coaching framework, a pattern of success has been established for helping new online associate 

faculty succeed in online teaching while simultaneously mentoring associate faculty who are 

struggling with classroom performance as indicated by the evaluate, assess, and develop cycle. 

The paper will share the mentoring cycle, indicators for performance mentoring needs, and 

patterns of success. Readers will gain knowledge of how to incorporate mentoring with online 

associate faculty in a way that leads to faculty success, and, ultimately, student success. 
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Support for Associate Faculty 

When new online faculty join an organization, they are often provided with an orientation 

that develops their awareness of an institution’s learning management system (LMS), policies for 

minimal engagement in a classroom, and ideas for interacting with students. However, it is also 

the case that many faculty will need ongoing support beyond the three or four-week orientation 

(Williams, Layne, & Ice, 2014). Without intentional support, universities run the risk of losing 

potential classroom talent or breeding the continuation of classroom practices that do not support 

optimal student learning. 

            Associate faculty mentoring should begin upon hiring, or when orientation has ended. 

However, mentoring should not end after orientation, and academic departments should engage 

in practices meant to continuously evaluate, assess, and develop faculty (Rogers, McIntyre, & 

Jazzar, 2009).  Teaching online presents a learning curve for new associate faculty, so we must 

continue mentoring to ensure their success, and in turn, student success (Lederman, 2019; 

Tipple, 2009; Rogers, McIntyre, & Jazzar, 2009; Williams, Layne, & Ice, 2014). However, not 

all online faculty mentoring is created equal. 

 Online associate faculty mentoring should have several components meant to 

reach, teach, and maintain faculty who are motivated and engaged with the teaching and learning 

process. Mentoring should be transformational (Tipple, 2009) providing opportunities for 

associate faculty to be supported and engaged by faculty who are empathetic, positive 

communicators who understand how to guide faculty to practice that are reflected by the mission 

and vision of the organization. Mentoring must also be situational by providing targeted support 

and guidance for associate faculty who demonstrate needing more support through a regular 
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feedback cycle (Tipple, 2009; Rogers, McIntyre, & Jazzar, 2009). Finally, mentoring should 

involve cognitive coaching (Williams, Layne, & Ice, 2014) meant to support associate faculty 

using an overt framework for improvement, while helping associate faculty feel competent and 

reflective about their teaching practice.  

            For the purpose of this paper, the researchers will refer to online associate faculty as 

Associate Faculty. Online Associate Faculty are faculty who are contracted to teach specific 

courses on a temporary, or as-needed, basis (Mandernach, Register, & O’Donnell, 2015; Tipple, 

2009). The increasing and continued reliance on associate faculty calls for universities to create a 

systematic way to lead Associate Faculty while leveraging the specialized skills these industry 

connections bring to the higher education online classroom (Tipple, 2009). Mentoring helps 

associate faculty to  align their professional expertise with effective instructional practice.  This 

alignment creates a high-quality academic experience for UAGC students. 

Mentoring Associate Faculty 

The Faculty Support and Development team (FSD) charged with mentoring Associate 

Faculty at a large online university consists of an eclectic team of veteran full-time faculty 

members.  The members of the team complete Instructional Quality Reviews (IQRs), 

Walk-Throughs, provide mentoring, and develop artifacts to support each of these approaches.  

The goal of the team remains maintaining excellence and providing the interaction needed to 

support the connection with the larger teaching community (Scheutz, 2002; Schnitzer & Crosby, 

2003).  The approach implemented to support faculty with mentoring and assessment of teaching 

is truly a team approach.   
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The FSD team members represent all major degree programs in their university 

department and have demonstrated proficient and distinguished teaching in their own courses 

through the same standards, the IQR.  There is an effort to align faculty to review teaching in 

courses within their area of expertise and experience.  The FSD team meets monthly to review 

the IQR components while discussing the scoring in each element to achieve greater consistency 

in the implementation of the rubric. The team members also work on developing artifacts to 

assist in the review process, mentoring, and providing exemplars for outstanding elements in 

teaching to support the development of the instructional practice supporting all full-time and 

Associate Faculty, as well as supporting and maintaining a community of educators (Ferencz, 

2017). 

Tools Used in Mentor Work 

The main tool used by the FSD team to evaluate Associate Faculty’s performance in the 

classroom is the IQR (Figure 1) which includes the five areas of focus by which every online 

instructor at the university is evaluated. 

 

Figure 1.  
 
IQR Components 
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The components of the IQR include: Fostering Critical Thinking, Instructor Expertise,  

Establishing Relationships, High Expectations and Instructive Feedback.   These areas also 

represent the areas of focus during mentoring of the Associate Faculty. The ongoing work as a 

mentoring team has been around alignment and calibration of these five components to ensure 

consistency and clarity. In the category of critical thinking, mentors support Associate Faculty by 

ensuring that they are posting a minimum of six times in the discussion. However, faculty 

postings must encourage engagement, promote critical thinking through asking questions that 

provide intellectual elaboration, address misconceptions, identify themes, utilize resources or 

bring in outside resources that support a student’s understanding of the topic, and provide 

intellectual elaboration. Instructor Feedback is a crucial area for faculty. Since the university is 

solely an online institution, feedback must be robust and provide overviews for how students can 

improve their work and what they have done well.  

Feedback research (e.g. Deane & Guasch, 2015; Hattie and Timperley, 2007; Shute, 

2008) denotes that positive feedback that highlights strengths and opportunities is a factor for 

students persevering in higher education, and online education specifically. In the area of High 

Expectations, researchers are supporting Associate Faculty as they meet the goals of active 

communication in multiple areas of the course, providing feedback meant to help students 

improve, holding students accountable for discussions and high-quality university submissions, 

as well as demonstrating how they (the Associate Faculty) are engaged in their own 

learning. The researchers want Associate Faculty to not only hold students to quality university 
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work, but also to make sure that faculty are also engaged in lifelong learning and demonstrating 

that in their course. Online students need engagement with their faculty to bridge the distance of 

online learning, and that rationale for including the criteria of Establishing Relationships as a 

focus of the IQR is essential. The physical distance that is afforded in higher education can be 

bridged through establishing relationships. In this category, Associate Faculty are using the 

learning management system tools to build and promote a community of learners in their 

courses. Instructor Expertise is a student’s link to industry and how what is learned through the 

course unfolds in the field. By making real-world connections between theory and industry, 

students' learning increases and more context to course resources are provided. It is crucial that 

students learn beyond the book, especially in online education. By supporting the Associate 

Faculty’s connection to industry, the intellectual contribution to the teaching and learning 

practices at the university are recognized. 

Figure 2 is a section of the specific rubric that is used for the IQR.  Note the five highlighted 

components on the left side and the highlighted Proficient column.  The focus of the mentoring is 

on consistently establishing Proficient as the benchmark as an instructor, though many of the 

mentoring practices encourage and support efforts to move to Distinguished practice.  And of 

course, many of the Associate Faculty want to strive for Distinguished practices as reflected on 

the rubric as well.   

Figure 2 

Sample of the IQR 
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In each area of the IQR (Figure 3), faculty find general requirements that must be 

followed in order to support Proficiency in each area of the Instructional Quality Review Rubric.  

In addition, within each area, there are Best Practice suggestions.  While these are not required, 

they are strongly encouraged by each member of the FSD team. 

Figure 3 

A Sample of General Requirements 
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Note: Mentors spend time monthly as a group calibrating the General Requirements with the  

IQR to ensure inter-rater reliability and consistency in scoring. 

 

Mentoring Purposes 

When establishing who needs mentoring, the researchers consider two purposes. The first 

purpose is to orient the new Associate Faculty to online teaching and the IQR requirements. This 

is referred to 1st and 2nd Course Support. Once these faculty members have completed the 

required university orientation course, a member of the FSD team will partner with them in the 

first two assigned courses to further orient them to the more detailed requirements of being an 

online faculty member. The second purpose is performance mentoring. Performance mentoring 

occurs with established veteran teachers (Associate Faculty who have taught at least two courses 

and have successfully completed one IQR review) who have been identified as someone who 

would benefit from support based on their IQR scores. Each mentoring session includes the 

components of expectation setting, weekly emailed communication of strengths/opportunities, 
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resource sharing, and archiving of final report/communication for future decisions. This 

partnership will continue for five to six weeks, depending on the length of the course. Each 

mentor partnership is meant to support the individual needs of the Associate Faculty. 

Veteran Associate Faculty receive an IQR each year. If they have a successful IQR 

(defined as proficient and distinguished in all areas), then during the following year they will 

receive a Walk-Through (an informal IQR) to ensure maintenance of best-practice as defined by 

the IQR. An Associate Faculty identified for mentoring will have received a score below a 

Proficient designation in at least two areas of the IQR. This can happen for a number of reasons. 

First, as Associate Faculty settle into teaching, they establish a pattern that might not conform to 

evolving university online teaching standards. Targeted mentoring with support allows the 

Associate Faculty to once again meet all components of the IQR successfully. Second, an 

Associate Faculty may just need the addition of Professional Development (PD) in an area (e.g. 

Critical Thinking or Instructor Feedback). The mentoring partnership provides the space for this 

(PD) in an individualized way. Associate Faculty want to be the best they can be in their courses 

(Ferencz, 2017). The researchers are invested in the success of our Associate Faculty through 

their tenure at the university. 

Mentoring Processes/Results 

 When developing the mentoring process, the researchers wanted to determine if the 

mentoring efforts yielded Proficient and Distinguished IQRs.  The researchers started by 

collecting data and monitoring to determine if the mentees persisted in teaching with Proficient 

or Distinguished scores on the next IQR after completing the mentoring process.  It is important 

to note that the subsequent IQR process does not occur until six months to a year after the 
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conclusion of the mentoring process. There are occasions when faculty have been deactivated 

due to not meeting Proficient and Distinguished on the IQR post-mentoring support. 

The results of the mentoring procedures are conclusive and remarkable. Associate 

Faculty who engage in a mentoring partnership with an experienced full-time faculty member 

overwhelmingly perform in the Proficient and Distinguished designation in all categories on the 

IQR. This demonstrates that the commitment to supporting the Associate Faculty within the 

community of educators works. The ultimate result means a better experience for students. 

Although the researchers note remarkable gain in all categories, there are a few focal 

areas that need more support in moving forward. The areas of Critical Thinking and Instructive 

Feedback will be highlighted. Associate Faculty made gains in these areas, but there is still room 

for growth. What is very exciting is that the Associate Faculty were encouraged to include more 

of their expertise. Since they are the students’ link to industry and pragmatic examples of how 

theory unfolds, it is important for them to feel free to share what they know, do, and how they 

interact with the material. 

The researchers have learned many lessons from establishing, maintaining, and being 

responsive with the mentoring framework. First, it confirmed how powerful the mentoring 

process is for the faculty member. From expectation-setting, targeted support, modeling, and 

archiving data and examples of Distinguished work, mentors and Associate Faculty become 

comfortable in the partnership and create collaborative and valuable experiences. Second, the 

IQR acts as a guiding framework that allows the identification of Associate Faculty who can use 

support to build on their strengths and provide suggestions for areas of deficiency. It has been 

evident that the mentoring framework and processes are successful. Through weekly support and 

coaching conversations, mentees increase their understanding of the IQR to demonstrate 
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knowledge of their practice. The individualized support strengthens and celebrates Associate 

Faculty by lifting them up versus deflating them.  

Lessons Learned 

So, what have the researchers done with all of the information gained? This process has 

been iterative and has allowed the researchers to develop many tools to help both mentees and 

mentors. A repository of resources to support the partnership has been established through a 

course called COE101 (Community of Educators 101). This allows the mentors and mentees to 

access and discuss exemplars from other Associate Faculty. The next steps include adding 

training modules with adaptive assessment checks so that Associate Faculty can assess their 

learning of the IQR requirements. 

In conclusion, a mentoring framework and process is advantageous in online universities. 

The researchers have concluded that the Associate Faculty respond well to the individualized 

support meant to lift them up to consistently establish Proficient and Distinguished in all 

categories of the IQR. This positive and encouraging system makes an impact on those who are 

essential for the online classroom, the students. 
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Abstract 

This article presents on the effectiveness of having a grade 8 class participate in a career 

planning unit consisting of various learning activities, completed over two classes. Students and 

the teacher evaluated the unit by utilizing both quantitative and qualitative data.  This career 

planning unit was integrated with the Alberta Education Curriculum outcomes from the Health 

and Life Skills program of studies.  The unit itself is outlined with clear descriptions of the 

activities in which students participated and also includes the templates and resources that were 

used throughout the unit.  This career planning unit was delivered to a grade 8 class in a small 

rural community located in Central Alberta, consisting of 25 students from a diverse background 

ranging from very low socioeconomic status to very high. Objectives of this unit were met with 

64% of the students reporting that the unit plan helped them to learn a lot about themselves, 48% 

stating that this unit plan helped them to learn a lot about careers, 71% noting that this unit plan 

made them excited about what they could do with their life and 68% reporting that this unit plan 

made them want to learn more about different careers. Career planning is demonstrated to be 

successful at the grade 8 level by utilizing activities that teach the students what is personally 

meaningful to them, how to research and utilize sources to match their interests to potential 

careers, and to create goals, goal plans and prepare them for the potential barriers to their 

success. Future research of a longitudinal nature is needed in order to collect data on the career 

paths of students with whom career planning units of this nature have been attempted. This 

future data would prove useful in analyzing the long-term benefits and outcomes of career 

planning initiatives within the K-12 system.   
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Introduction 

 Everyone struggles with issues surrounding identity.  There are many aspects to knowing 

who we are; these include finding motivation and inspiration, understanding what truly makes us 

happy, and ultimately creating a good life.  Teenagers are not exempt from this struggle, 

especially as they are attempting to make the large transition from childhood to adulthood, as 

they navigate and create their identity.  While education is meant to provide students with the 

opportunity to prepare for a future, educators often neglect teaching important topics, such as 

identity, goal-setting, honing skills to find resources, looking at professions, and how to create 

implementation plans.  Particularly middle school students need to understand how their school 

work is not only connected to their future goals (Rivera & Schaefer, 2008).  The career planning 

unit outlined in this article tackles these aforementioned missing topics in a way that is fun and 

meaningful for students.  When the unit was completed, students had created a personal 

portfolio.  In creating their portfolio’s an understanding of who they were was achieved. They 

obtained a greater awareness of what skills and other personal characteristics were required of 

them in order to become successful individuals.   

 Students in grade 8 generally seem to struggle with school.  It seems they are at a point 

where they have been in school for 9 years, but yet the end is nowhere in sight.  Motivation is 

low, while hormones and apathy are high.  At the particular school where this career planning 

unit was implemented, students in grade 8 had a choice to remain at the school they have 

attended since kindergarten, or move to a larger high school about a block away that offers more 

class choices and the opportunity to meet new people.  It was this teachers experience that the 

majority of the students who remained at the smaller school did not take their course work as 

seriously.  For these students, it was particularly important for the teacher to work as a guide, 
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teaching the students about who they were and assisting them in realizing what was important to 

them.  In doing so, the students discovered the possibilities that their futures held for them, 

particularly through researching careers, which assisted in boosting their motivation.  Although 

students did not finish the lessons with a specific career path in mind, they did complete the 

career planning unit by utilizing the tools that they would require when searching and preparing 

for meaningful occupations throughout their lives.   

Context of the Teaching Environment 

 The contained lesson plans were implemented in a small K-12 school of approximately 300 

students.  Although designed for grade 8, the current unit plan could be easily adapted for 

division 3 and 4, and with slightly more modification, for division 2 classes as well.  This 

particular school had two grade 8 classes, however there was only opportunity to complete the 

career planning unit with one of the grade 8 classes.    

 The students in this particular grade 8 class had diverse backgrounds and the majority of 

the students were bussed in from small, rural central Alberta communities.  Factoring in the 

strong oil economy of the area, students’ socio-economic status ranged from impoverished to 

very high.  The typical age of the students was about 13 years old; but the developmental range 

of the students was vast.  As such, the career planning unit lessons necessitated differentiation, in 

order to accommodate the different learners in the classroom.   

 The general learning outcomes covered by the career planning unit were in line with the 

Life Learning Choices section of the Alberta Health curriculum: “Students will use resources 

effectively to manage and explore life roles and career opportunities and challenges” (Alberta 

Learning, 2000, p. 3), along with every specific learning outcome of this section.  The following 

details the specific learning outcomes of the Life Learning Choices section: 
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• L-8.2 examine learning priorities, and implement a learning plan; 

• L-8.3 identify components of ethical decision making, and apply these concepts to personal 

decision making; 

• L-8.4 begin to develop goals and priorities related to learning and future career paths, 

based on personal interest, aptitudes, and skills; 

• L-8.5 update a personal portfolio to show evidence of a range of skills; and relate evidence 

to knowledge and skills required by various career paths; and 

• L-8.6 investigate, interpret, and evaluate career information and opportunities, using a 

variety of sources; e.g. Internet, informational interviews, mentors, and media (Alberta 

Learning, 2000). 

 The career planning unit also incorporated several specific learning outcomes from the 

Relationship Choices section of the Health curriculum: “Students will develop effective 

interpersonal skills that demonstrate responsibility, respect and caring in order to establish and 

maintain healthy interactions” (Alberta Learning, 2000, p.3) including: 

• R-8.8 describe and explain the positive and negative aspects of conformity and dissent as 

they relate to individuals in a group or on a team; and  

• R-8.9 describe the characteristics of, and demonstrate the skills of, an effective leader and 

group member (Alberta Learning, 2000).  

 Finally, the lessons included specific outcomes from the Wellness Choices section of the 

Health curriculum: “Students will make responsible and informed choices to maintain and to 

promote safety for self and others” (Alberta Learning, 2000, p.3) including:  

• W-8.1 examine the relationship between choices and resulting consequences e.g. how 

choosing to smoke affects how one looks, feels, and performs; and  
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• W-8.4 develop personal strategies to deal with pressures to have a certain look/lifestyle; 

e.g. becoming comfortable with your appearance (Alberta Learning, 2000).  

 The rationale, for the unit to be covered over two class periods, was to effectively tie the 

learning outcomes together in a meaningful and coherent way for students.  The format of the 

career planning unit and activities allowed students a fast enough pace to keep them engaged and 

excited during the last period on a Friday afternoon, yet still allow for enough time to finish the 

unit with a beneficial and tangible product.    

 The activities in the lesson plans met the career development needs of the grade 8 students.  

At the outset of the first lesson, it was apparent to the teacher that this was the first time these 

students had been exposed to concepts of career development.  Although the unit was strongly 

guided by the teacher, the students discovered on their own a better understanding of who they 

were and what made them happy.  This was beneficial to students in all aspects of their lives.  

Rather than completing quizzes that produce ambiguous results, students took information that 

had been personally gathered and applied it to career development by utilizing both provided 

resources, and individually discovered resources.  Students were not given a career that fit their 

personality, but instead developed the skills they required to discover their own resources and 

career paths.  Just as importantly, students were made aware of possible methods for overcoming 

obstacles.   This method of career development was highly advantageous, as the students 

understood how to find their direction and how to react appropriately should their direction 

change.   

Description of the Unit Plan 

 The career planning unit consisted of two different lessons, delivered over three weeks.  

The semester began in January, but the unit did not begin until the middle of February.  By this 
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point in the semester, students had discussed personal health, safety and responsibility, and the 

understanding and expression of feelings in Health.  Having worked on these aforementioned 

topics encouraged the students to be self-reflective, and allowed them to keep processing their 

insights in this way as they moved on to the career planning unit.  Beginning this unit later in the 

academic year allowed for a relationship to form between the students and the teacher, a trust 

that was necessary in order to do the work required in this unit.  At this point in the year, the 

teacher also had a sense of the students’ personal backgrounds, which positively assisted the 

discovery process. 

 This career planning unit accomplished a significant amount of goals in a short period of 

time.  The following goals were achieved, in addition to fulfilling specific course outcomes 

provided by the Health Program of Studies: 

1.  Students will have a better understanding of who they are as an individual. 

2.  Students will have higher self-esteem. 

3.  Students will have the skills and tools required to research career opportunities. 

4.  Students will be able to link possible career paths with required courses in high school. 

 Students achieved these goals through receiving structured guidance in the beginning 

activities, and with scaffolding, they achieved knowledge through self-discovery.   Students had 

ample time to work on the self-discovery activities from the first lesson, however they were 

rushed for time on the activities included in the second lesson.   

Lesson One  

 The lesson began with a musical hook to get the class interested in what was about to take 

place. The teacher played the song, It’s My Life (Bon Jovi, 2000) as the students entered the 

classroom.  While the song played a concurrent slideshow of inspirational photos and quotes was 
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also shown.  The students were immediately hooked and eager to know what the class would be 

doing that day.  The agenda for that day was discussed with the class briefly.  The focus of this 

first lesson was learning about themselves.  The students were given a goal, to discover what 

makes them happy and what is meaningful to them.  The teacher lead the discussion by asking 

the students, “Do you spend more time thinking about your weekend plans, or do you spend 

more time thinking about your future?”  Every single student agreed that they did spend more 

time on weekend plans than planning their futures, and they were avid to get the teachers 

feedback on this realization and to receive more questions. 

 After a brief discussion about how it is important to plan for your future, the class moved 

onto an exercise called “My Perfect Day”.  Students were asked to relax and close their eyes; the 

class was a little shocked at the request initially, but happily complied. The student’s spread out 

around the room and the teacher read a guided visualization script (Appendix A).  As the teacher 

read, the class was led through a day in their life when they were 25 years old.  After the 

exercise, students were given time to record their day.  A majority of the class took two pages to 

write up their experience.  

 Next, the teacher played a clip from the movie, The Bucket List (Warner Bros. Pictures, 

Reiner, 2007), a movie in which two terminally ill men escape from a cancer ward and embark 

on a road trip with a wish list, or a bucket list, of things they want to do before they die. Students 

then did an exercise entitled ‘The Middle-Age Factor’ (Appendix B).  Students were given a 

scenario in which their class had a reunion when they were 40 years old.  They had to make a list 

of everything they would like to accomplish in their lives by the time they were 40-years old, and 

then tell the teacher about it.  The students were then asked to write their list of accomplishments 

out in their work-booklet (Appendix B). 
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 In the next activity, the class brainstormed a list of positive attributes people could have.  

The students were slow to get started, but in the end they filled 3 chalkboards up with words 

describing many positive attributes.  Once the list was complied, students were asked to gather 

into their pre-assigned groups and deliver pride stories.  Each student had to tell two stories of 

something they had accomplished in their life that they were proud of.  This proved to be 

extremely difficult for the students, as they were not accustomed to speaking highly of 

themselves.  As each group member told his or her story, the other group members compiled a 

list of attributes that the storyteller possessed in order to accomplish the event they were 

describing.  Every student had an opportunity to participate in the pride story activity.  Once 

students finished their discussions, the class was brought back together as a large group.   

Students selected the top 10 to 12 attributes from their list that they felt were important to them.   

By this point in the lesson students now had a list of what was important to them, in addition to a 

sense of what types of values they needed to incorporate into their personal goals. 

 To begin wrapping up this class there was a short discussion about people who tell others 

they cannot do something.  The students participated in this discussion passionately, and all 

agreed they would not tolerate someone saying they could not do something.  The class then 

watched a video clip from the movie, The Pursuit of Happyness (Columbia Pictures Corp., & 

Muccino, 2006) that showed a father talking to his son.  In the clip the father states, “Don't ever 

let someone tell you, you can't do something.  Not even me. You got a dream, you got to protect 

it.  People can’t do something themselves, they want to tell you you can’t do it.  You want 

something, go get it.  Period.  All right?” (Columbia Pictures Corp., & Muccino, 2006).  The 

class also watched a music video by Nas (2002) entitled I Can. This music video has lyrics that 

are inspiration and are designed to entice people to choose positive and productive positive 
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things in their life as opposed to the negative choices. The novelty of using media in this lesson 

captured the students’ attention, maintained their positive behaviors and kept them engaged in 

the unit; this was something abnormal for this particular class. 

 Students who completed tasks quickly worked on activities found in their work-booklet 

entitled “I Can …” (Appendix B), while they waited for the rest of the class to finish before 

moving on to the next activity.  For homework the class was asked to complete their “I Can … ” 

booklet as well as a letter.  The letter was supposed to be to someone in their life who had 

impacted them in one way or another. Students were told that this letter was not going to be 

graded, the only criteria was to say thank-you for that persons’ contribution.   

Lesson Two 

 The second lesson focused on job skills.  The class began by gaining the students attention 

with a video clip of a speech from the movie Coach Carter (Paramount, & Carter, T., 2005).  

The text of the speech are as follows: 

  Our deepest fear is not that we are inadequate; our deepest fear is that we are  

   powerful beyond measure.  It is our light not our darkness that most frightens us. 

  Your playing small does not serve the world, there is nothing enlightened about 

  shrinking so that other people won’t feel insecure around you.  We were all meant to 

  shine as children do, it’s not just in some of us it's in everyone.  And as we let our 

  own light shine, we unconsciously give other people permission to do the same.  As 

  we are liberated by our own fears, our presence automatically liberates others.  Sir I 

  just want to say thank you...you saved my life. (Paramount, & Carter, T., 2005) 

 Students completed two activities to spur their thinking of who they were and what they 

should look for in a career.  They were provided another workbook, this time centered on careers 



INTEGRATING A CAREER PLANNING UNIT WITH GRADE 8 HEALTH 

 

11 

(Appendix C).  The first two activities in the workbook were checklist questions about interests 

and skills.  After this activity, students were directed to the Alberta Learning Information Service 

(ALIS) website.  Students were asked to research the website and to find a career that was in 

some way related to their top skills or interests.  Students were then asked to do some more in 

depth research on their chosen career and to complete the questionnaire (Appendix C).  In the 

remaining time, students investigated other online sources to compare information, gain 

additional information, and to learn about where and how to obtain the prerequisites required to 

get into their chosen career, for example education, certifications etc.   

 In ending this class the teacher led the students in a class discussion about how to create 

goals.  The teacher informed the students about SMART goals (specific, measurable, attainable, 

relevant/realistic and time-bound), and how to create a plan not only to accomplish the goal, but 

to also look ahead and plan for barriers that may get in the way of achieving the end goal.  This 

lead the class into a discussion regarding the cost of post-secondary education, and the 

assumption that it is unaffordable for many of my students.  The teacher went over some options 

that students have to assist in obtaining funding for post-secondary education and specific 

scholarship information. Student’s then completed their goals and the accompanying action plans 

for those goals.  The finished plan included the goal, how to achieve the goal, perceived 

obstacles, solutions to obstacles, and the rewards for achieving the goal.  The goals were then 

reviewed and signed by the student, a parent/guardian, and the teacher. 

Evaluation 

 This career planning unit was designed to be taught in two lessons over two class periods.  

This particular unit was designed to fit with the Health curriculum, but grades were not assigned 

for any of these activities.  The students did, however, complete an evaluation with respect to the 
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activities they completed throughout the career planning unit.  This evaluation form (Appendix 

D) was to determine if students participated, whether they thought the activities were helpful, 

what they liked, and suggestions they had for overall improvement of the unit. 

 Before the first lesson began, the class discussed how marks would not be assigned and 

why students should still participate.  The students demonstrated maturity and insight, as they 

wanted to participate regardless of grades, in order to gain a deeper understanding of who they 

were and the possibilities that were available to them in their futures.  

 The following is a breakdown and description of the how the 25 students who took part in 

the activities completed the evaluation forms.  On average the students completed 83% of the 

activities, with a range of 76%-100% completion rate for individual activities.  Although this rate 

does not seem high, it is exceptionally high for the particular class, as their homework 

completion rate for most of their courses was approximately a 40%.  With this in mind the 

participation rate for the career planning activities was very high, especially considering both 

career planning lessons occurred on the last class before a long weekend.   

Table 1 

Activity I didn’t do it I did it 
A.   My Ideal Day 0 (0%) 25 (100%) 

      B.     Pride Story 2 (8%) 23 (92%) 
      C.     Middle Age Factor 6 (24%) 19 (76%) 
      D.     Interest Inventory 5 (20%) 20 (80%) 
      E.     Researching Careers 6 (24%) 19 (76%) 
      F.     School Goals 6 (24%) 19 (76%) 
*Note: On average 83% of the students completed all of the activities. 

 The statistics for Table 2, whether the students believed the individual activities were not 

good at all, good or great, were calculated based only upon the students who answered that they 

completed these sections.  Several students answered in Table 1 that they did not complete an 
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activity and then rated the activity in Table 2; these ratings were removed from the statistics.  

The total responses for each activity are noted in the last column entitled Total.  On Average 

94% of the students rated the activities as either “Good” or “Great”. All the activities with the 

exception of the ‘Interest Inventory’, had only 1 student select not good at all. 100% of the 

students agreed that the ‘Interest Inventory’ was either “Good” or “Great”.  It is important to 

note that it was not the same student who choose this category for all activities, so it is thought to 

be a fair representation of the student ratings. The activities were extremely well received and 

this was indicated by the large number of positively rated activities in this section of the 

evaluation.  ‘Researching Careers’ was the most liked activity; with 75% of the students 

indicating it was “Great”.  For future consideration, it would be beneficial to spend more time on 

the ‘Researching Careers’ activity, and to incorporate several different activities into this one 

topic.    

Table 2 

Activity Not good at 
all 

Good Great Total 

A.   My Ideal Day 1 (4%) 10 (40%) 14 (56%) 25 
      B.     Pride Story 1 (4%) 9 (39%) 14 (61%) 23 
      C.     Middle Age Factor 1 (5%) 10 (53%) 8 (42%) 19 
      D.     Interest Inventory 0 (0%) 7 (35%) 13 (65%) 20 
      E.     Researching Careers 1 (4%) 4 (20%) 15 (75%) 20 
      F.     School Goals 1 (5%) 7 (37%) 11 (58%) 19 
*Note: On average students rated 94% of the activities as either “Good” or “Great”. 

What did you like about the Career Planning unit? 

Many of the students’ responses in this section of the evaluation were related to thinking 

about the future and realizing the amount of different careers available to them.  Incorporated 

into this idea were comments about how the students enjoyed thinking about their future and 
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how to make good decisions.  Some students also commented that they learned a lot about 

themselves, their talents, and that the activities made them feel good about themselves. 

How could this unit be made better? 

A consistent response from students was it would have been good to have spent more 

time learning about different jobs and researching careers.  There were a lot of students who did 

not think anything needed to be improved, or did not know how it could be improved. There 

were a few students who indicated that particular activities should have been removed, like one 

student who suggested the removal of the ‘My Ideal Day’ activity. It should be reiterated that 

this particular activity was a visualization task, and it is known that some people have a difficult 

time with visualizations; this may have been the case for this one student.  

On average 63% of the students “agreed” that the career planning unit achieved four 

learning outcomes. It was surprising to see that 37% of students either were not sure or did not 

agree that they had learned a lot about themselves over the course of the career planning unit. 

The low rating was particularly confusing given that in Table 2 nearly all of the students 

responded saying that the activities were either “Good” or “Great”.  Students felt that they would 

have learned more about careers, if they had spent more time doing in-depth research on careers. 

The career research section of the unit was cut short due to a lack of time, and will be improved 

the next time this unit is taught.    

It was concerning that 8 students did not agree that they “wanted to learn more about 

careers”, potentially they are not as concerned with their futures at this time, or perhaps they 

have an idea of what they are going to do already. It was previously mentioned that many 

students were from very small rural communities, and farming is a livelihood in many of these 

families. An assumption could be made that some of these students simply are not interested in 
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careers as they are going to continue working on the family farm. Finally, 71% of students said 

they were excited about they could do with their lives with 29% unsure, and 0 disagreed with this 

statement. This was question was calculated on the basis of 24 respondents, as one student did 

not answer this question. This unit was very successful at creating excitement about the students’ 

futures.  

 
Table 3 

 I Don’t Agree I’m Not Sure I Agree 
This unit helped me to 
learn a lot about myself 

 
1 (4%) 

 
8 (32%) 

 

 
           16 (64%) 

 
This unit helped me to 
learn a lot about careers 

0 (0%)             13 (52%) 
 

           12 (48%) 
 

This unit made me 
excited about what I 
could do with my life 
 

0 (0%)              7 (29%) 
 

           17 (71%) 
 

This unit made me want 
to learn more about 
different careers 

              2 (8%) 
 

             6 (24%) 
 

           17 (68%) 
 

*Note: On average 63% of the students “agreed” that the unit met the four objectives. 

 The student evaluations were an insight into how the students perceived the career 

development unit.  However, there is reason to believe that the students saw the evaluations as 

something they had to complete and did not put much thought into their responses, possibly 

skewing the meaningfulness of the results.  The biggest indicator that the students may not have 

completed the forms with much thought, was the lack in the amount and quality of the responses 

to the two written questions on the evaluation.  Many written response sections were blank; some 

said the liked “everything” and some said, “I liked getting out of math class”.  The greatest 

perceived benefit that came out of this career planning unit was not evident by reviewing the 

student evaluations and will be discussed in the next section of the paper. 
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Implications 

 The career planning unit affected all members of the school community including students, 

teachers, and parents, with the main impact being on the students.  Students increased their self-

awareness and strengthened their self-confidence, which should improve performance of all 

activities both personal and academic throughout their futures.  Students had a better 

understanding of who they were, who they wanted to be, and what was important to them.  This 

positive impact on the students could assist them in making not only career choices, but also 

future life decisions. 

 After the career planning unit was completed the other teachers, in other subjects, observed 

that these students were participating more in their classes. This improved attention could be due 

to the awareness the students gained around how their efforts in school are directly related to 

their futures.  This group of students’ lack of homework completion had always been a major 

issue, and the number of incomplete assignment significantly improved in their courses after the 

completion of the career planning unit.  Students were also perceived to have had better attitudes 

towards math after they discovered the importance of math and how it related to many careers.   

Conclusion 

 This career planning unit could be adapted to fit with most other grade levels. A highlight 

of the unit plan was the inclusion of media to excite students about the topics included in career 

planning.  Students became aware of different sources, such as rock songs and clips of current 

movies and how the meaning behind those sources could be incorporated into topics related to 

career development.  These sources inspired students to learn more about who they were, in a 

way that was engaging and fun.  Popular sources demonstrated to students that it was okay or 

cool to participate in activities related to their futures.   
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 The second highlight of the career planning unit was the immediate benefit to the students.  

The class as a whole was lacking motivation and could not see the purpose of putting effort into 

their classes.  This project contributed to improving their academic habits and behaviours.  

Students became aware of how applying themselves and learning their course materials in grade 

8, would have positive effects on their futures and success. This success would be evident in 

improved performance in grade 9 and would continue to ripple throughout their high school 

experience. By completing the career planning activities the students also gained self-confidence 

and self-awareness through what they learned about meaningfulness, interests, and in reflecting 

on what they wanted their futures to look like. 

 Finally, the third highlight of the career planning unit was the benefit to the students’ 

futures.  The knowledge of what is personally meaningful will assist students in making well-

informed personal decisions.  For example, students’ will be better prepared to make decisions 

regarding what classes to enroll in for high school, that will lead them closer to their ideal future 

careers.  Students not only gained the skills to choose appropriate careers; but also the skills and 

resources to assist them should they change their minds. They will also have the tools to create a 

goal plan that will assist them in achieving their goals.  Career planning activities, like the ones 

included in this unit are key to helping students gain success not only academically, but 

personally over their lifetimes.   
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Self-assessment Tools: 
 
http://alis.alberta.ca/ce/cp/cpt/planning-tools.html   

Scholarships: 

http://alis.alberta.ca/pdf/scholarships/scholarshipsbrochure.pdf  

Volunteer Alberta: 

http://www.volunteeralberta.ab.ca/  

Information Hotline: 

http://alis.alberta.ca/ep/eps/hotline/resources.html  

Color Personality Test: 

http://www.truecolorscareer.com/quiz.asp  

SMART Goals: 

http://dreamchoosers.com/s-m-a-r-t-goals/  
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Appendix A 

 
Fantasy Script 

 
This is your fantasy. It will help you to dream of what you “really” want in your career 
and lifestyle. Try not to put up barriers for yourself. You will have a chance after the 
fantasy to come back to reality. For now, let yourself enjoy!! 
 
Close your eyes and allow yourself to get as comfortable as possible. Take some deep 
breaths and relax. Let go of the tension. Notice if you are holding tension anywhere in 
your body. Tighten that muscle and then relax. 
 
Think of yourself when you’re 24 or 25 years old. This will be enough time to make any 
career choices that you want and take any further education you may require. 
 
See yourself waking up in the morning. Look around the room, before you ever get out 
of bed ... Now it is time to get up.  Look around your home. Is it your house? Do you live 
with your parents, rent, or own your house? You go to the kitchen for breakfast. Is there 
anyone there? ... 
 
Now it is time to get ready for work. Return to your bedroom and look through your 
wardrobe considering what you will wear today. Is it something quite casual or will your 
wear a business suit, maybe you have a uniform to wear. See yourself getting dressed 
for work. 
 
You leave now to go to work or maybe you stay at home ... If you stay at home to work 
imagine the place in your home where you will work.  See yourself going to that place...  
If you leave your home, think about the scenery you pass on your way to work ... think 
about how long it takes you to get to your place of employment. 
 
Now you have arrived at work.  Before going in, look around at your place of work. Is it a 
large or small building? Do you work inside or outside? Is it an institution, such as a 
school or a hospital that you are going into? As you go in, see who is there. What is the 
atmosphere like? ... Is it fast paced and hectic or slow and relaxed? Are there lots of 
people or just one or two others or are you alone? Who greets you? Who do you talk 
to? 
 
As you start your day’s activities think about what you will do at work that day. DO NOT 
try to think of a specific job title, but think more of the kind of skills you will be using, and 
the tasks you will be doing...Will you work with people: teaching, consulting, helping, 
curing? ... Are you designing, writing, working with your hands, drawing? ... Do you work 
with numbers? ... Do you work on a computer? ... Do you work alone or is there a group 
of people working with you? Imagine yourself going through your morning activities.   
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Now it is time for lunch, how will you spend your lunch hour? ... Consider the ways you 
could spend your time.  Have you brought a lunch or will you meet someone for lunch? 
...Maybe you are so busy that you work right through your lunch hour or do you have an 
activity that you do over lunch? Imagine yourself enjoying your lunchtime. 
 
The afternoon is here.  Will you return to work? Will you return to the same place of 
work? If not, consider what you will do and where you will go.  Do you have the same 
activities in the afternoon as you did in the morning or do you do different tasks in the 
afternoon? ... Do you have a major project that you are completing? Think about who 
you are working with...are they young or old? ... Mostly males or females? ...What is 
your supervisor like or are you the supervisor? See yourself going through the 
afternoon’s activities. 
 
It is the end of the working day.  See yourself getting ready to leave.  Think back over 
your day and think of one thing you did that day that gives you a sense of 
accomplishment. 
 
How will you spend your evening? Will you go out to dinner or go home? ...Do you 
spend your time with others or are you alone? Think about the activities that you could 
do in the evening.  Have you brought work home? ...Will you take a course or maybe 
teach a class? ...Imagine yourself enjoying the evening’s activities.   
 
Now it is time for bed.  As you turn off the lights in your home, have one last look 
around.  Just as you drift off to sleep, think of one thing you are really looking forward to 
doing tomorrow. 
 
Now the fantasy is over.  Take a few minutes to become oriented to the room, again, 
when you are ready open your eyes and write out what you imagined in your ideal 
fantasy. 
 

 

 

 

 

 

 

 

Appendix B 
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You must be the change you seek in the world - Gandhi 

This is your book.  Make it yours.  Doodle, color, decorate; make it represent you. 
 

 
I would describe myself as: 
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Things that make me happy or grateful are: 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

“Potential has a shelf life” - Margaret Atwood 

My Ideal Day 
 
This is what I imagined during my ideal day fantasy:  
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“All our dreams can come true, if we have the courage to pursue them” - 
Walt Disney 
 

Pride Story 
This is the story I told about an accomplishment that I am proud of.  Below it is the 
list of positive attributes my partners made for me.  I highlighted 8-10 I felt were 
most appropriate for me, and added any that I felt were missing. 
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“Discipline is the bridge between goals and accomplishment.” - 

Jim Rohn 

The Middle Age Factor 
Miss McMillan will be leaving at the end of April.  Imagine she came back and we 
all had a class reunion when I am 40 years old and she asks what I’ve done with 
my life since I last saw her.  What would I tell her? 
 

 
 

 
 



INTEGRATING A CAREER PLANNING UNIT WITH GRADE 8 HEALTH 

 

26 

 
 

 
 

 
 

 
 

 
 

 
 
 

 

 

 

“Life’s not the breaths you take, but the moments that take your breath 
away” -Hilary Cooper 

Random thoughts... 
If I had a million dollars I would... 

 
 

If I had the time to read I would read about... 
 

 
If I went on the Internet I would... 
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My favorite movie is about...  because... 

 
 

If I had to pick a meaningful item out of my backpack it would be a....  because... 
 

 
My favorite song is... 

 
If I had a special power it would be... 

 
If I met an alien I would ask it... 

 
 

 

THE CAREER CONUNDRUM  
 

A career that might interest me in the future is: 

 
 

The reasons why I might like it are: 
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The things I might not like about the job are: 

 
 

 
 

 
 

 
 

 
 

“The BEST advice given to the young is: ‘Find 
out what you like doing best and get someone 
to pay you for doing it’”- Katherine Whitehorn 
Appendix C 

 
What are my career skills? 

Skills are things you have learned to do.  Read each sentence.  Does it describe you? Select 
Yes, Sometimes, or No. 

 Yes Sometimes No 

I can speak more than one language.    

I can cook.    

I can fix car engines    

I can add numbers    

I can follow plans or patterns    

I can follow directions when someone tells me what to do    

I can play a sport    
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 Yes Sometimes No 

I can give clear directions to someone    

I can get other people to do what I want the to do    

I can start something on my own before my boss tells me what to do    

I can lead a group    

i can make a budget; I can remember details    

I can help other people with their problems    

I can work as part of a team    

I can stay calm in an emergency    

I can do the same thing again and again and not get bored    

I can lift heavy objects    

I can sell things    

I can organize people    

I can plan a party    

I can build a fence.    

 
Other things I can do:  
Now go back over the whole list.  Pick out the five things that you do best and list them. 
My main skills are: 
1. 
2. 
3. 
4. 
5. 
 
My Interests 
 
Read each sentence.  Does it describe you? Select Yes, Sometimes, or No. 

 Yes Sometimes No 

I like to be active    
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 Yes Sometimes No 

I like to listen to music    

I like to ride in vehicles    

I like to fix things    

I like to draw pictures    

I like to work with animals    

I like to do things with my hands    

I like to shop    

I like to be the boss    

I like to play sports    

I like to garden    

I like to sell things    

I like to talk on the phone    

I like to learn about the environment    

I like to teach adults or children    

I like to operate machines, equipment, and small hand tools    

I like to cook    

I like to style hair    

I like to use the computer and internet    

I like photography    

I like to make things (crafts, sculpting, woodworking, shop)    

I like to act, sing, or dance    

 
Other things that I like: 
 
Now go back over the whole list.  Pick out the five things you like best and list them here. 
My main interests are: 
1. 
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2. 
3. 
4. 
5. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Researching Careers 
 

Today we are going to learn how to research a career.  Go to the following 
website http://alis.alberta.ca/occinfo/ and search for a career.  You can do this in one of 
four ways: 
i) Search by title 
ii)  Search by interest 
iii)  Search by subject 
iv)  Search by industry 
 
Once you choose a career, answer the following questions. 
Title: _________________________________________ 
Duties - 
           - 
           - 
           - 
           - 
Working Conditions: ______________________________________________________________________________  
_________________________________________________________________________________________________________
___________________________________________________ 
_________________________________________________________________________________________________________
___________________________________________________ 

http://alis.alberta.ca/occinfo/


INTEGRATING A CAREER PLANNING UNIT WITH GRADE 8 HEALTH 

 

32 

 
 
Personal Characteristics:  
- 
- 
- 
- 
- 
Educational Requirements: 
- 
- 
- 
- 
Salary: __________________________________________________  
 
Related High School Subjects: 
- 
- 
- 
- 
- 
- 
 
As you know, school courses build upon what you have learned from the year before.  To 
gain success in your future endeavors (activities) you must have a plan.  For our purposes, 
we are going to create a plan for how we will finish grade 8 to succeed in high school and 
thus be open to pursue any paths we wish after school.   When you make a goal keep in 
mind it shouldn’t be easy, goals should push you.  However, they should also be possible to 
achieve.  Remember you are more than halfway through the school year. 
Goal (mark in classes): 
English: ___________ 
Math: _____________ 
Science: ___________ 
Social: _____________ 
 
What is your plan to achieve your goals? Include how you plan to overcome unforeseen 
roadblocks such as missing a week of school due to severe illness. 
_________________________________________________________________________________________________________
___________________________________________________  
_________________________________________________________________________________________________________
___________________________________________________ 
_________________________________________________________________________________________________________
___________________________________________________ 
_________________________________________________________________________________________________________
___________________________________________________ 
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_________________________________________________________________________________________________________
___________________________________________________ 
_________________________________________________________________________________________________________
___________________________________________________ 
 
Your Signature _________________________________________________ 
 
 
Your Parent/Guardian's Signature __________________________________ 
 
 
Teacher’s Signature ________________________________________ 
 
 
 
 
 
 
 
 
 
 
 
The following is background information and resources that may help you in future to choose 
and research a career. 
 

How do we choose a career that will suit us? 
 

Approaching People for Information 
 
1.  Your network: people you know and the people they know 
- Interview by phone, in person, mail, or email 
- Job shadowing, observe them as they work 
- Trade shows and open houses 
 
Tips: 
 
- Treat everyone as you’d like to be treated 
- Be open-minded 
- Ask for help 
- Don’t overuse your contacts 
- Always say thank-you 
- The information interview 

 
If you want to find out about bee keeping, then you would talk to an apiarist.  If you want to find 
out about culinary arts, talk to a chef.  The best way to find out what it’s like to work in a 
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specific occupation or field is to set up an information interview with someone who’s working in 
the field. 
 
How to set up an information interview: 
 
Use your network to find the person you want to talk to.  Call or write your contact to explain 
what you want to do.  Set up the interview at a time and in a place that works best for him or her.  
Prepare your questions in advance.  (For a list of specific questions, see the next activity.) Look 
your best and arrive on time.  Keep notes or record the interview (with your contact’s 
permission).  At the end of the interview, ask your contact to recommend someone else for you 
to talk to.  Send a thank-you note the next day. 
 
Job shadowing 
 
Job shadowing takes the information interview one step further.  When you job shadow 
someone, you observe that person at work.  You gain a deeper understanding and a more detailed 
picture of what’s involved.  At the end of an information interview (if it goes well) you might 
want to ask your contact if you can job shadow him or her as a next step.  Or you could wait until 
after he or she has received your thank-you note. 
 
 
 
 
How to set up a job shadow: 
 
Use your network to find someone to job shadow.  
Follow the steps for setting up an information interview, above.   
As you job shadow, try to interrupt your contact’s schedule as little as possible.   
Respect the fact that there may be activities and conversations that you won’t be invited to take 
part in.   
Save your questions until an appropriate time.   
Remember to send a thank-you note. 
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Appendix D 

Career Coaching Across the Curriculum: Student Evaluation Form 
 
Thank you for participating in this lesson!  I would like to know if it was helpful and how it could 
be made better.   Please answer the questions on this sheet to help me with this.   
 
Part 1: Please let me know if you did the activities.     
 
Activity I didn’t do 

it 
I did it 

A.   
B.   
C.   
D.   
E.   
F.   
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Part 2: Please let me know if you thought the activity was helpful by circling whether you 
thought it was “not good at all”, “good” or “great”. 
 
Activity Not good at all Good Great  

A.    
B.    
C.    
D.    
E.    
F.    
 
What did you like about this lesson? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

How could this lesson be made better? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

Part 3: Please tell me how much you agree with the following statements by putting a 
checkmark in the box that best tells me how you feel: 
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Thank you very much for your help!! 
 

 
 

 

 

 

 

 

 

 

 I Don’t Agree I’m Not Sure I Agree 
This unit plan helped 
me to learn a lot about 
myself 

 
 

 
 

 
 

This unit plan helped 
me to learn a lot about 
careers 

 
 

 
 

 
 

This unit plan made me 
excited about what I 
could do with my life 

 
 

 
 

 
 

This unit plan made me 
want to learn more 
about different careers 
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Abstract 

This article proposes that career development is a skill that can be acquired at an early 

age by employing artistic, self-exploratory activities and integrating career development 

mini-units within appropriate areas of the curriculum.  A comprehensive description of a 

mini-unit integrated within the Social Studies curriculum is presented, along with data on 

the effectiveness of each lesson based on student feedback. The career development mini-

unit was delivered to a grade 1 class of 25 students in a rural school within Central 

Alberta, Canada. 95% of the students agreed that the mini-unit helped them learn a lot 

about themselves, 95% of the students agreed that the unit helped them learn a lot more 

about careers, 95% of the students reported that the unit made them more excited about 

what they could do in their lives, and 100% stated that the unit plan made them want to 

learn more about different careers. Feedback in the form of written responses were 

positive and enthusiastic. The majority of responses stated that the students most enjoyed 

learning about themselves and how their personal qualities made them believe that they 

were helpful for their families. Introducing career development concepts in grade 1 by 

employing artistic activities that promote self-awareness can be successfully integrated 

into the curriculum. 

 Keywords: career development, curriculum and career integration, elementary 

career planning, goal-setting, self-awareness, self-expression, visual arts 
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Introducing Career Development Skills and Achieving Learning Outcomes Across 
Multiple Subjects Through Art at the Grade 1 Level 

 
Patchwork Quilt Career Mini-Unit for Grade 1 

 
Introduction 

 As a child matures into an adult, finding a career will become a substantial part of 

his or her life. Children attend school to gain the knowledge and skills needed to 

eventually become a productive member of his or her community by finding a fulfilling 

career.  Career planning is a valuable skill, and it is important that children begin 

exploring career ideas at a young age in order to find a successful and life-satisfying 

career as an adult (Magnusson & Starr, 2000). Ideally, a fulfilling career magnifies one’s 

personal strengths and complements one’s individuality (Kosine, Steger, & Duncan, 

2008). For that reason we must begin teaching children to recognize and be cognizant of 

their personal identity, interests, and abilities for the purpose of finding a career suitable 

to their individuality. Young children perceive themselves to be the center of their 

external world and are often unaware of the limits of their competencies (Ruble, 

Eisenberg, & Higgins, 1994). This egocentrism can be channeled to begin the recognition 

process of a child’s interests, abilities, skills and accomplishments. Due to the limited 

literacy and verbal skills of young children, artwork is a more suitable way for children to 

express themselves, discover aspects of their personal identity, and recognize their role in 

society (Pöllänen, 2011). An introductory career development mini-unit with the aim of 

broadening a child’s self-awareness and understanding of his or her role in the 

community can be successfully implemented through a Patchwork Quilt mini-unit. The 

goal of this mini-unit is for children to establish an understanding of how one’s career 

should ideally match one’s strengths, interests, talents, and abilities.  
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Context of the Teaching Environment 

 The career development project was conducted in a rural elementary school home 

to 600 children. Grade 1 remained as an independent grade with a total of four 

classrooms to ensure that the students learn the knowledge and skills necessary to move 

into integrated Grade 2/3 classrooms the following year. A significant portion of the 

Grade 1 curriculum addressed the student’s personal identity--giving special emphasis on 

developing the child’s self-awareness and understanding his or her role within the 

community.  

Grade 1 Demographics 

 The participating Grade 1 classroom was comprised of 25 five and six year olds, 

consisting of 12 girls and 13 boys. A support aid was also present in the class for added 

assistance. The majority of the students were from two-parent households, most of whom 

were from caucasian middle-class families. Many of the children actively participated in 

extra-curricular activities. 

Using Art to Achieve Learning Objectives in Multiple Subject Areas 

Learning Outcomes of the Career Development Patchwork Quilt Mini-Unit 

 The mini-unit’s learning outcomes were accomplished primarily through artistic 

activity, discussion, and literature. Examples of learning outcomes include: 

o I can identify my interests, skills, abilities and talents. 

o My future career should match my individuality. 

o Every person’s uniqueness should be embraced and valued 

o I understand there are many different types of jobs in my community. 

o Every job in my community is valuable. 
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o I can identify what makes a person a hero. 

Achieving Art Objectives with the Career Development Patchwork Quilt Mini-Unit 

 The proposed lessons for the career development mini-unit employed artistic 

activities as an expression of the child’s identity. Examples of learning objectives that 

were met are included in the list below: 

Reflection 

o 3.C – an artwork tells something about its subject matter and the artist who made 

it 

Expression 

o 6.E – students will develop themes, with an emphasis on personal concerns, based 

on people 

o 7.A – Drawing: use drawing media in combination with other media such as 

painting, print making or fabric (Alberta Education, 1985). 

Integrating the Career Development Unit into the Grade 1 Alberta Curriculum 

 The Grade 1 Alberta Curriculum lends itself nicely to the introduction and 

development of an introductory career discussion. The career development mini-unit was 

made to fit congruently with the overarching themes of identity and community already 

present in the curriculum. The Health and Life Skills section of the Alberta curriculum 

contains a subsection titled “Life Roles and Career Development”; within this area of the 

curriculum, two specific learning objectives that were accomplished through the 

Patchwork Quilt Career mini-unit were:  

o L 1.5 – recognize interests, strengths and skills of self 
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o L 1.6 – demonstrate an awareness of the ways in which people perform 

responsibilities in the community, including paid and unpaid work (Alberta 

Learning, 2002). 

Language Arts Objectives Achieved by the Career Development Unit 

 Language Arts objectives were accomplished by the career development mini-

unit. Two learning objectives can be observed while the students listen to the stories 

accompanying the lessons and present their finished quilts to the class: 

o 1.2.1 – listens and responds appropriately to experiences and feelings shared by 

others 

o 4.3.1 – present ideas and information to a familiar audience, and responds to 

questions (Alberta Learning, 2000). 

Congruency with the Social Studies Curriculum 

 As previously noted in the introduction, a child’s view of the world largely 

centers around him or herself; this includes the child’s home, school and community. The 

Social Studies curriculum section called “My World: Home, School and Community” 

was designed for students to develop an appreciation of how identity and self-esteem are 

enhanced by belonging to a community.  The specific learning objectives that were met 

through the Patchwork Quilt Career mini-unit are listed below. 

o 1.1.1 – appreciate how belonging to groups and communities enriches an 

individual’s identity 

o 1.2.1 – appreciate people who have contributed to their communities over time 

o 1.S.8 – demonstrate skills of oral, written and visual literacy (Alberta Education, 

2005). 
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The students’ personal characteristics were already made salient by the Social Studies 

“My World” unit. Integrating the career development mini-unit to fall congruently with 

this unit helped the students continue to recognize and magnify their own unique personal 

attributes. As a result, students were better able to verbalize their ideas for the mini-unit 

regarding how they perceived themselves. The Social Studies unit and the career 

development project unit concluded by having community members present their careers 

to the classrooms in order to recognize the various career options available within the 

community.  

Detailed Description of the Patchwork Quilt Career Mini-Unit 

 The Patchwork Quilt mini-unit was planned to begin in mid-October so that it 

would run concurrently with the Social Studies curriculum outcome of “valuing self and 

others as unique individuals in relation to their world” (Alberta Education, 2005). The 

Social Studies curriculum introduced students to themes that explored the communities 

and groups they belonged to and the responsibilities associated with belonging to those 

particular communities and groups (i.e. their classroom, family, community, or hockey 

team). Establishing the students’ personal identity and role within their respective 

communities allowed them to discover their talents, strengths, skills and interests. 

Finished Product and Goal of the Patchwork Quilt 

 The finished product of the patchwork quilt was for each student to have what 

was called a “dream quilt” that would showcase the personal characteristics that made the 

child a unique contributor to his or her community. The patchwork quilt consisted of four 

squares. Each square was to represent a unique dimension of the child’s identity and was 

to be completed separately. The children were allowed to work at their own pace to 
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ensure that the lesson was completed by every child, and to accomodate the students with 

learning disabilities. The mini-unit was to begin in mid-October with each lesson 

encompassing 2-3 periods. All five lessons were completed within five weeks.  

Lesson 1 – ME: Highlighting Personal Strengths, Cultural Backgrounds, Skills, and 

Interests 

 The first quilt square that the students were to create was the ME square. The ME 

square was designed to recognize and reinforce what the students believed to be positive 

personal qualities that they possessed, and to highlight the characteristics that made them 

unique. The first lesson began with a circle discussion about how and why people are 

unique.  Furthermore, Hooray For You!: A Celebration of "You-ness" by Marianne 

Richmond was read to the class. The book identifies various cultural backgrounds, 

physical traits, and personal goals of various children. The students were given time to 

self-reflect, identify, and discuss what traits made them unique. This brainstorming 

activity also acted as a reminder of each student’s identity, which reviewed what they 

may have already learned about themselves since Kindergarten up to this point. 

Following the discussion, the students were given an art period to create their ME square. 

Students received a 6x6-inch square piece of paper where they were to draw and colour a 

picture that depicted their unique characteristics. These characteristics could include their 

cultural background, spoken language, skills, and personal attributes (e.g. friendly, kind, 

helpful etc.). Furthermore, the children were to write describing words on their square 

that conveyed these characteristics. 

Lesson 2 – PROUD: Highlighting Accomplishments, Hobbies, Talents, and Special 

Events 
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 The second quilt square that the students were to create was the PROUD square.  

This lesson was an opportunity for each student to design a square based on what he or 

she was proud of, such as a sport, a hobby, or a talent. Following a group discussion of 

what the PROUD square was to consist of, the book titled The Paperboy by Dav Pilkey 

was read to the class. The story described the experiences of a young paperboy. Particular 

illustrations and descriptive words were given special attention to when reading the story, 

which led to a discussion about why the students thought that the young boy was proud of 

being a paperboy. Students then paired up and shared with each other what they were 

proud of in their lives. Upon completing the group activity, the children were given an art 

period to draw and colour their PROUD square. The following day, the teacher read the 

book Sherman Crunchley by Laura Numeroff to further add to the discussion we had as a 

class. Sherman is a dog whose father is the chief of police. Sherman’s father grooms his 

son to become the next chief of police, but Sherman does not desire to follow his father’s 

footsteps and must find the courage to tell his father that he is ill-suited for the job. The 

story encompassed the concepts covered by lesson 1 and 2, and was used to generate 

discussion in order to review previous content. 

Lesson 3 – HERO: Identifying Positive Characteristics of Mentors and Role Models 

 Identifying a hero offers the child an opportunity to admire the attributes of 

another person and to recognize that anyone can be a hero. The HERO square was to 

represent a person that the child considered to be a hero. The third lesson began with a 

brainstorming activity; we discussed what characteristics made someone a hero. 

Examples could include one’s mother, father, sibling, grandparent, coach, teacher, 

firefighter, policeman, or friend. The student-generated list of heroes was to identify local 
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community members who the child could look up to for guidance, assistance and 

mentorship, rather than Hollywood personalities or comic-book superheroes. Following 

our discussion, the book Walter the Farting Dog Goes on a Cruise by William 

Kotzwinkle, Glenn Murray, and Elizabeth Gundy was read to the class. The book tells the 

story of a dog who is banished from a cruise ship due to his foul smell.  When the ship’s 

engines malfunction, Walter saves the day and manages to bring the ship safe to shore. 

Students were then given the time to draw, colour and decorate their square, and to add a 

few words that described their chosen hero.   

Lesson 4 – CAREER: Encouraging Future Aspirations, and Valuing Every Career 

 To begin the discussion on the fourth and final quilt square, Trashy Town by 

Andrea Zimmerman was read to the class. The book tells the story of Mr. Gilly’s 

responsibility as a trash man. After reading the book, we discussed why every job in a 

town is equally important. The students were then asked to close their eyes and picture a 

career that they might like to do when they “grow up.”  To aid in the visualization, we 

discussed the importance of having a job that would reflect a person’s individuality (i.e. 

personal strengths, interests, talents, and abilities) and aggregated themes and concepts 

from previous lessons. Following the discussion, the children drew a picture of a career 

that they could see themselves doing in the future. 

 When the final square was completed, it was demonstrated how all four squares 

were to be combined by gluing them onto a piece of construction paper. Each student 

then had an opportunity to share his or her patchwork quilt with the class. 

Lesson 5 - Concluding the Career Development Unit 
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 The teachers of this elementary school had an existing tradition of inviting local 

emergency workers to present to the grade 1 classes. I arranged my mini-unit to coincide 

with this annual event. The students had the opportunity to listen to a Calgary City Police 

Officer, a local fireman, and local a dental hygienist. Short classroom sessions with the 

teacher were also included during times when the speakers were not presenting; these 

sessions introduced children to other future careers that were not being covered by the 

guest-speakers. The students were noticeably excited to learn about careers directly from 

local professionals and were eager to ask questions in our short classroom sessions. 

Method of Evaluating the Effectiveness of the Patchwork Quilt Career Mini-Unit  

Formative Assessment Method  

 Ongoing formative assessments of the students’ level of engagement and 

understanding were conducted by continuously observing, questioning and asking 

students to explain what they drew and why. Continuous informal evaluation allowed for 

constant modifications to the lessons. Modifications were done to ensure that students 

understood the unit’s content and purpose. 

Summative Evaluation Method 

 Observation checklist. For the summative evaluation of the Patchwork Quilt 

mini-unit, an observation checklist and a student self-evaluation survey was created. 

The purpose of the checklist was for the teacher to evaluate how well each learning 

outcome was fulfilled by each student. The observation checklist was completed during 

each child’s presentation of his or her finished quilt. A rating scale with feedback options 

consisted of: strong, moderate and needs assistance (See Appendix A for an example 

checklist). 
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 Student evaluation. With respect to Grade 1 literacy levels, the self-evaluation 

required that the students circle either a sad, neutral, or happy face to express how they 

felt about each item (See Appendix B for an example of the student self-evaluation). The 

student evaluation was divided into three parts.  

 Part 1. The first portion of the student evaluation asked if a particular quilt square 

was completed or not. The student was to circle a happy face for “I did it” or a sad face 

for  “I didn’t do it” (See Appendix B1).  

 Part 2. Part 2 asked the student for feedback on how helpful every activity was. 

The feedback options consisted of a sad face which meant “Not good at all,” a neutral 

face for “Good” and a happy face for “Great” (See Appendix B2). Part 2 also required the 

students to provide written feedback. The written portion was completed together as a 

class--one question at a time--in order to explain what each question meant, and to give 

the students ample time to think of and circle their preferred answer. This collective 

approach worked surprisingly well. 

 Part 3. Part 3 encompassed the learning outcomes of the mini-unit, and asked the 

students if they thought they accomplished those learning outcomes by responding to 

each statement by circling either a sad face for “I Don’t Agree,” a neutral face for “I’m 

Not Sure,” and a happy face for “I Agree” (See Appendix B3). 

Results 

 The results of the data gathering were fairly positive. 20 Out of 25 students were 

able to complete the survey. The five remaining students were unable to complete the 

evaluation due to absence or disability. All of the 20 students who participated in the 

survey completed the activities for Part 1 of the self-evaluation. 
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Table 1 

Part 1: Completion of Activities 

Activity I didn’t do it I did it 
Me Quilt Square 0 (0%) 

 
20 (100%) 

Proud Quilt Square 0 (0%) 
 

20 (100%) 

Hero Quilt Square 0 (0%) 
 

20 (100%) 

Career Quilt Square 0 (0%) 
 

20 (100%) 

Note 100% of the students surveyed completed all of the activities 
 
 

The following table details the students’ feedback on how he or she perceived the 

helpfulness of each lesson’s activities. We defined helpfulness by how effective the 

books, discussions, and examples were to completing their quilt pieces. 

 

Table 2 

Part 2: Perceived Helpfulness of the Activity 

Activity Not good at all Good Great 
Me Quilt Square 
 

1 (5%) 0 (0%) 19 (95%) 

Proud Quilt Square 
 

0 (0%) 0 (0%) 20 (100%) 

Hero Quilt Square 
 

0 (0%) 
 

1 (5%) 19 (95%) 

Career Quilt Square 
 

0 (0%) 0 (0%) 20 (100%) 

Note Overall 95% of the students rated all of the activities either Good or Great. 
 
 
 

Written comments for this section of the evaluation were difficult to accomplish with 20 

students who were just beginning to learn how to write and the teacher was thus required 
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to scribe for some of the students. Overall, written feedback was generally very positive 

and enthusiastic. The class especially enjoyed learning more about themselves, who they 

identified with as a hero, how they were being helpful to their families, and what careers 

they might enjoy in the future. For Part 3, 20 students agreed with the four statements, 

and one student was confused about the task at hand. 

Table 3 

Part 3: Learning Outcomes Fulfilled as Determined by the Student 

Activity I Don’t Agree I’m Not Sure I Agree 
This unit plan helped 
me to learn a lot about 
myself. 
 

0 (0%) 1 (5%) 19 (95%) 

This unit plan helped 
me to learn a lot about 
careers. 
 

0 (0%) 1 (5%) 19 (95%) 

This unit plan made me 
excited about what I 
could do with my life. 
 

1 (5%) 
 

0 (0%) 19 (95%) 

This unit plan made me 
want to learn more 
about different careers. 
 

0 (0%) 0 (0%) 20 (100%) 

Note Overall 95% of the students agreed with all of the learning outcomes. 
 

 

 Implications of the Unit Plan and Future Directions 

 Overall, the lessons proceeded smoothly and were adequately engaging for the 

students. As the stories were read, the students were fully captivated and were eager to 

participate in the accompanying discussion. The chosen literature was effective at 

eliciting discussion and evoking ideas. What was particularly impressive was the variety 

of careers that the students came up with in the fourth lesson. The children were often 
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encouraged to think for themselves and not to be concerned with what their friend was 

drawing. As a result, every picture turned out to be a unique and meaningful glimpse into 

the child’s world. Prior to this unit, the students were often inclined to imitate each 

other’s work and ideas. Contrastingly, the finished quilt squares displayed creatively 

unique ideas. Distinct career ideas such as “volcano expert” (i.e. vulcanologist) and 

“transportation driver” (i.e. commercial truck driver) were presented. These results 

suggest that employing art and literature could augment the child’s self-exploratory 

process and aid in the synthesis of new ideas. 

 A few notable problems arose over the course of the mini-unit. The most difficult 

issue was the lag time that occurred between each of the lessons. The teaching schedule 

at the time did not allow for lessons to be completed once a week for five consecutive 

weeks.  Consequently the students completed the first three lessons closer to the 

beginning of the allotted time frame that began in mid-October, while the final two 

lessons were completed after a few weeks had already passed since the third lesson. 

Another issue that arose involved the presentation of careers by the local community 

members. Due to scheduling conflicts, some of the requested presenters were unable to 

attend; we had a good variety of presenters nonetheless. For the future, it would be 

advantageous to send a letter home for each child preceding Lesson 4. The letter could 

request that parents help their child come up with a list of one or two adults who would 

be willing to be guest-speakers for the class regarding that particular adult’s career (See 

Appendix C for sample letter). Sending this letter home may provide the teacher with a 

list of potential guest-speakers besides only those employed in the emergency field, as 

was the norm in this particular school. 
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 The students’ enthusiastic response when given the opportunity to learn about 

themselves and then share this new-found information with their peers is of particular 

interest. Encouraging self-awareness at a young age in relation to careers emphasizes the 

value of choosing a career path best-suited to one’s strengths and preferences. Promoting 

this sort of thinking could potentially broaden and clarify the child’s future course of 

possible careers. If more self-explorative topics were integrated into the curriculum, 

perhaps a pattern of interests would emerge as the child is introduced to more topics 

within the curriculum over time. 

Conclusion 

 As witnessed in this study, Grade 1 students can begin to successfully recognize 

their role within their community. Children are naturally curious, and directing this 

curiosity inward through artistic activities to enhance a child’s self-awareness might 

certainly enhance metacognitive awareness; students with higher metacognitive 

awareness are more likely to attain future goals (Scott et al., 1992). The effectiveness of 

art and literature to evoke self-exploration in young children holds promising possibilities 

for the child’s long-term career goals. Furthermore, teachers are thus better equipped to 

educate their students by recognizing their students’ personal strengths and can aid in 

early goal-setting. By establishing and promoting goal-setting and career planning skills 

at an early age we aim for our students to build and improve upon these skills over time 

as they continue to discover and learn about their own uniqueness as an individual. 

Furthermore, we especially emphasize the importance of imparting the value of finding a 

life and career plan that appropriately matches one’s personal strengths, interests, and 

abilities. Teachers must impart the value of self-knowledge in order to awaken their 
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students’ imagination, broaden their future career prospects, and to instill confidence in 

their competencies. By doing so, we as educators may see a generation of individuals 

who are not only competent in their jobs, but have also attained fulfilling and meaningful 

careers. 
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Appendix A 
 

Observation Checklist for Patchwork Quilt  
Career Presentations 

 

Name: ___________________________ 
 

Criteria Strong Moderate Needs 
Assistance 

Student presents ideas 
and pictures to their 
peer audience. 

   

Student’s artwork tells 
something about the 
student. 

   

Student has 
recognized their skills 
and strengths. 

   

Student has identified 
their interests.  

   

Student has explained 
why the career square 
they drew is of interest 
to him/her. 

   

Student has an overall 
awareness that many 
careers exist in our 
community. 

   

Total   /18 
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Appendix B1 
 

Career Coaching Across the Curriculum:  
Student Evaluation Form 

 
Thank you for participating in this unit plan! I would like to 
know if it was helpful and how it could be made better. 
Please answer the questions on this sheet to help me with 
this. 
 
Part 1: Please let me know if you did the activities. 
 
Activity I didn’t do it. I did it. 

Me Quilt 
Square 

  

Proud Quilt 
Square 

  

Hero Quilt 
Square 

  

Career Quilt 
Square 
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Appendix B2 

 
Part 2: Please let me know if you thought the activity was helpful by 
circling whether you thought it was “not good at all”. “good” or “great”. 
 
Activity Not good 

at all 
Good Great 

Me Quilt 
Square 

   

Proud Quilt 
Square 

   

Hero Quilt 
Square 

   

Career Quilt 
Square 

   

 
 
 
What did you like about this unit plan? 
 
 
 
How could this unit plan be made better? 
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Appendix B3 
 
Part 3:  Please tell me how much you agree with the 
following statements by circling the face that best tells me 
how you feel: 
 
 I Don’t 

Agree 
I’m Not 

Sure 
I Agree 

This unit plan 
helped me to 
learn a lot about 
myself. 

   

This unit plan 
helped me to 
learn a lot about 
careers. 

   

This unit plan 
made me 
excited about 
what I could do 
with my life. 

   

This unit plan 
made me want 
to learn more 
about different 
careers. 
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APPENDIX C 

 
Sample Letter to the Parents 
 
Dear Grade 1 Parents, 
 
 We are beginning a career development mini-unit that focuses on what 
skills, interests, abilities and talents the students have. We believe that 
recognizing these characteristics is a part of finding a great career for the future. 
The children will be creating a patchwork foursquare quilt that represents 
different aspects of a career path. These squares will include what characteristics 
makes your child unique, what your child is proud of, who your child identifies as 
a hero, and what your child would like to do as a career when he/she grows up.  
In order to better facilitate a brainstorming discussion with the students regarding 
careers that are available in our community, we are asking for your assistance.   
 
 If you know of any adults (including yourselves) that are willing to be 
guest-speakers in our classroom and are willing to talk about their careers, we 
would to have you present to our class on <DATE>. If you can send with your 
child a list of only one or two adults who are willing to volunteer their time we 
would be very grateful! Please also include the title and brief description of that 
adult’s career.  When we, as the class, have our brainstorming discussion, our 
goal is to have a good list of careers that the students can think about when 
choosing how to illustrate their final square. At the end of our unit, we would love 
to have our children hear from first-hand experience from some of the people 
who are employed in those careers. 
 

If you can please have the job list returned to Ms. Webb by <DATE>, it 
would be very much appreciated. 
 
Thank you and I look forward to hearing back from you! 
 
 
Sincerely, 
 
 
Ms. Webb  
 
 
 

APPENDIX D 
 

Books to have Available in the Classroom 
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A Day in the Life of a … [Dentist, Construction Worker, Firefighter, 
Veterinarian, Farmer, Police Officer) 

~ Adamson, Heather 
 
Big Frank's Fire Truck 

~ McGuire, Leslie 
Follow a day in the life of a fireman as they attend to an accident, teach fire 
safety and fight a raging fire.  
 
Community helpers from A to Z 

 ~ Kalman, Bobbie 
An alphabet book full of photographs of community workers and details about 
their occupation. 
 
Hooray For You! : A Celebration of "You-ness" 

~ Richmond, Marianne 
 
I Am an Artist  

~ Collins, Pat Lowery 
This book describes how an artist always has opportunities to use their talents in 
the world surrounding them.  Great illustrations and every sentence starts with “I 
am an artist…” 
 
I am so Proud of Me  

~ Knill, Debbie  
Bandit the cat must go on a diet ordered by Dr. Candoogle to become healthier.  
Working through his stubbornness, Bandit is proud of his accomplished feat. 
 
I Want to be an Astronaut 

~ Barton, Byron 
Very vivid, bright coloured illustrations.  Writing is beginner reader about what 
tasks an astronaut performs in their job. 
 
I Want to be a Cowboy 

~ Firefly Books 
A Non-fiction children’s book with real life pictures and descriptions of becoming 
a cowboy and cowgirl. 
 
My Father's Boat 

~ Garland, Sherry 
A Vietnamese-American boy spends a day with his father on his shrimp boat, 
listening as he describes how his own father fishes on the South China Sea.  
 
On The Town : A Community Adventure 
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~ Caseley, Judith 
 
Sherman Crunchley 

~ Numeroff, Laura Joffe 
A cute book about a dog who is taking over Chief of Police from his father, who 
took it over from his grandfather, from his greatgrandfather, etc.  But Sherman is 
not wanting to be Chief of Police, instead he wants to design hats. 
 
The Paperboy 
 ~ Pilkey, Dav 
Caldecott Honor book illustrating the morning of a young paperboy.  Great 
illustrations and descriptive words throughout the story. 
 
Trashy Town  
 ~ Zimmerman, Andrea Griffing 
An beginner reader’s book following Mr.Gilly the Trash Man on his route around 
the town. 
 
Walter the Farting Dog goes on a Cruise  

~ Kotzwinkle, William , Murray, Glenn, and Gundy, Elizabeth  
Walter, the family dog is off for the cruise of his life but is soon banished to the 
underbellies of the ship and then to a raft because of his odor.  Walther feels 
unloved and defeated until the ship’s engines fail and Walter must save the day. 
 
What do Authors do? 

~ Christelow, Eileen 
Comic book style book accompanied by sentences explaining how authors 
create an idea into a book.  Follows two authors from their idea to the actual 
writing, illustration, printing and distribution of their book. 
 
What Do People Do All Day? 
 ~ Scarry, Richard  
Typical Richard Scarry book full of pictures and scenarios.  There a many mini 
stories portraying what people do in their line of work. 
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Analyzing the Impact of Synchronous Discussion of Learning and Engagement 

As educators, we are constantly looking for opportunities to increase our students’ 

achievement related to course learning outcomes. One of the most effective methods for doing so 

is to increase student engagement. “Student engagement is, generally, the extent to which 

students actively engage by thinking, talking, and interacting with the content of a course, the 

other students in the course, and the instructor” (Dixson, 2015, p. 2). In order to increase student 

engagement, we need to look to increase the number of student to student and student to 

instructor connections in online courses (Gray & DiLoreto, 2016). As a result of increasing 

engagement, an increase in student mastery of learning outcomes is often observed. Gray and 

DiLoreto (2016) found that student engagement through increased instructor presence has a 

significant impact on student learning. 

In the online classroom, students have the opportunity to engage with course content 

through discussion forums, assignments, guidance (weekly lectures), announcements, email, 

course messages, the library, and the writing center. However, these resources may not be 

providing students the levels of engagement they need to increase their level of mastery and 

desire to learn collaboratively with their peers. “Students have a more positive outlook about 

what they have learned and their overall satisfaction with the course if they’re provided 

opportunities to interact with each other and their instructors are present” (Gray & DiLoreto, 

2016, p. 15). Through the implementation of optional synchronous sessions, students would have 

the opportunity to choose another method of engagement with not only the course content, but 

also their peers and instructor.  



Through this research project, the researchers examined the impact of implementing 

optional synchronous sessions to increase engagement and student mastery of learning outcomes 

in the online learning environment.   

Specifically, the research considered the following: 

1.   To what extent do optional synchronous sessions impact student mastery of learning 

outcomes compared to participating in asynchronous discussion forums?  

2.    To what extent do optional synchronous sessions impact student engagement in 

online courses?  

3.    To what extent do students want optional synchronous sessions? 

Literature Review 

As face-to-face classes transition to hybrid and online courses, there are new elements to 

consider. Teachers and institutions seek to understand student success, engagement, and 

achievement of learning outcomes. Students take online courses for a variety of reasons, 

including convenience, scheduling, preferring to work alone, and being a self-motivated learner 

(Giesbers et al., 2014; Hrastinski, 2006). Online courses can be as effective as face-to-face 

courses, as long as the online learning provides opportunity for students to interact with each 

other and the instructor (Maki & Maki, 2007).  

Without face-to-face interaction, instructors may have difficulty fully measuring and 

responding to student engagement (Cole et al., 2019). Robinson and Hullinger (2008) believe it 

is important to focus on whether online courses measure the intended outcomes, not whether 

they are the same as traditional methods. In their study on student engagement, they found that 

online students reported higher levels of engagement than on campus students, but there was no 

difference between faculty and student interaction. Online students felt as though they had to 



work harder than they anticipated in order to meet academic expectations. The study concluded 

that engagement happens along a continuum, so instructors must continually work to grow 

engagement. Online curriculum design should focus on increasing interactions within the 

classroom. To create a successful learning environment, students need to connect with one 

another through social presence, feel that they belong to a community of learners, and share 

ideas and learning through meaningful interaction (Dixson, 2015).  

Both highly involved and less involved students find several types of online activities 

engaging, including application activities (having to apply the concepts to case studies or 

problem solving), discussion forums about the concepts, labs and group projects, research 

papers, and current events assignments (Dixson, 2010). The students communicate with one 

another in discussion forums, group work, peer reviews, and chat sessions. They report teacher 

interaction through email, feedback on assignments, chat sessions, lectures, and discussion 

forums. The social presence of the instructor helps the students see their teacher as a real person. 

Asynchronous learning is currently the most prevalent style in online learning (Oztok et 

al., 2013). Asynchronous learning occurs when the students complete learning activities in their 

own time and place. For instance, the online discussion forum, popular in distance learning, 

allows for students to hold ongoing discussions with delayed responses, much like a letter 

correspondence in the past (Johnson, 2006). Asynchronous interaction allows more time for 

reflection and revision but is limited in that meaning may be misconstrued in the written word 

devoid of body language, voice inflexion, and social cues (Hrastinski, 2008). Asynchronous 

communication is dependent on writing styles and the motivation of learners (Giesbers, et al., 

2014). Additional downfalls to asynchronous learning include students not returning to the 

conversation, a higher time commitment, and less social interaction (Johnson, 2006). 



Synchronous learning occurs between students and teachers in real-time. In the online 

classroom, this can be seen through platforms such as video conferencing, webinars, and instant 

messaging. Synchronous learning provides a greater social presence and allows for spontaneity 

and instant feedback. Synchronicity allows students to ask questions and receive clarification in 

real-time, thus avoiding frustration (Hrastinski, 2008). Meyer (2003) found that students enjoy 

the energy and enthusiasm of synchronous discussions, especially when compared to the task of 

having to complete discussion posts, review and respond to peers’ postings, and check back 

continually throughout the week to maintain conversation. Synchronous communication allows 

for less reflective time, but utilizes facial expressions, tone, and inflection, and is useful in 

quickly clearing up misconceptions. Students may feel higher engagement (Giesbers, et al., 

2014). However, this type of learning provides the challenges of getting the students online at the 

same time and a lack of reflection time for both students and teachers (Johnson, 2006). 

 Rather than attempting to determine which style is best, we should be asking “when, 

why, and how” to use the different styles (Hrastinski, 2008). Introducing a synchronous element 

into an asynchronous class can be beneficial. The addition of a synchronous element does not 

distract from the asynchronous content. The more personal, live conversations also seem to 

contribute to the asynchronous discussions in that the students feel stronger community with 

their classmates (Oztok, et al., 2013). Ward et al. (2010) found a positive response to the 

inclusion of synchronous activities within an asynchronous course. When students were asked to 

rate their overall learning experience, with 1 being the lowest rating and 5 being the highest, 

students responded with a mean of 4.24. Eighty-two percent of respondents said they would take 

another in the future, and 84.5% stated that they would recommend this type of course. 



Hrastinski (2008) found that engagement was higher during synchronous learning, and 

learners were motivated to ask and respond to peers’ statements and questions. One downside to 

this is the tendency to respond quickly, in order to share a unique idea. Asynchronous learning 

allows the students more time to process information and think about what they want to say. The 

two types of learning complement each other and serve different purposes. Hrastinski discusses 

learning types in terms of when, why, and how (2008). In looking at the question of when, 

asynchronous learning is better for busy schedules and allowing for time to think about complex 

issues, while synchronous is best for getting to know each other, planning, and a discussion of 

light issues. As for why, asynchronous offers time to think, while its counterpart provides 

increased motivation due to an immediate response. When looking at how, asynchronous is 

recommended for email and discussion boards, while synchronous is best used through 

videoconferencing, instant messaging, or chat. 

It is difficult to maintain the three types of teaching presence, social, teaching, and 

cognitive, in a classroom using one mode (Oztok, et al., 2013). Each type provides its own 

distinction in ease of reading, learning content, and social effectiveness. They fill complementary 

roles. When a course offers both synchronous and asynchronous learning, each type positively 

increases engagement in the other learning forum (Giesbers, et al., 2014). Offering both 

asynchronous and synchronous in the same course may allow for a more effective learning 

environment. 

Methods  

In this study, undergraduate students enrolled in ECD315 were selected to participate, 

primarily as a convenience sample. This method of convenience sampling was selected because 

of the high enrollment of ECD315 and since this is the main course taught by two of the 



researchers. All students were eligible for selection if they were enrolled in the researchers’ 

sections, plus two additional sections taught by an associate faculty member in January through 

March of 2020, for a total of 11 sections with an anticipated total enrollment of over 200 

students. There were no identifiable at-risk populations within this group. Only those students 

who do not sign the informed consent were excluded. 

Before and after taking part in synchronous discussion sessions using Zoom, a free online 

platform for synchronous video communication, students were surveyed via an emailed link to 

assess their experience and opinions of the use of synchronous discussions in an otherwise 

asynchronous environment. The researchers collected data by surveying students and by 

extracting data on course learning outcomes accomplishment, student engagement, and course 

completion rates. The survey tool, Qualtrics, collected responses anonymously. The identities of 

participants who were surveyed were protected (e.g., no names or identifying information were 

included in the research findings). The first survey was used as a comparison to students’ 

perceptions from a follow-up survey. 

This study gathered data about whether, and to what extent, the inclusion of synchronous 

video discussion sessions improved students’ class performance and their perceptions of 

engagement. At the beginning of each course in the study, students were asked to consider 

participating in a live video conference using the Zoom platform, a free web service for students. 

Students who agreed to participate completed an informed consent agreement. This subset of 

students was then invited to attend synchronous sessions during the evening of the second, third, 

and fourth learning weeks in the course. Each instructor then selected a day and time for the 

video conference discussion and used a course announcement to invite the students who had 

consented to the study. 



In each video session, the instructor and students spent time discussing concepts related 

to the course learning outcomes associated with the traditional discussion forum in the class each 

week. The sessions also included time for discussion topics that were related to the original 

topics, as well as questions from students and additional resources from the instructor. The 

instructors then worked through any difficult concepts or aspects of the discussions that needed 

additional explanation. Students were encouraged to ask questions and explored avenues of 

inquiry related to the discussion topics. 

At the end of the course, students who consented to the study were sent a link to an 

anonymous, follow-up survey. The survey asked about students’ general perceptions of the value 

of video discussions as an addition to the regular asynchronous courses. After the course ended, 

the researchers analyzed the data via SPSS, looking for relationships. 

The survey tool collected responses anonymously. Additionally, no identifying 

information was included relating to student performance as the data were only collected 

aggregately. The identities of participants surveyed was also protected in a spreadsheet saved on 

the researchers’ computers. 

The data from both the quantitative questions of the survey and the program learning 

outcomes were analyzed using SPSS. The qualitative responses were analyzed by one of the 

researchers with expertise in looking for patterns and consistencies in open-ended responses. 

Results 

Pre-Survey Data 

The pre-survey, which included both Likert scale and open-ended questions, provided a 

wealth of information relating to why students were interested in participating in these sessions.  



In the initial survey, students were asked, “Why do you plan to attend the synchronous 

sessions?” They were provided with five choices and could pick all applicable options. Of the 75 

students who provided information on this prompt, the highest percentage (84%) chose “To 

better understand the course content.” Seventy-seven percent indicated “I can earn credit for the 

discussion.” More than 60% of the students chose the answers “To engage with my peers” and 

“To connect with my instructor.” The option with the lowest percentage, “To be able to ask 

questions about course expectations,” had a 44% response rate. Eighty-one percent of 

respondents chose more than one option and 64% chose three or more options, demonstrating 

that most students had multiple reasons for attending. Two students answered that they would 

not likely attend any sessions due to work schedule conflict and the time difference from living 

outside the United States. 

The students were asked, “On a scale of 1 to 5, how engaged do you feel in the online 

courses you have taken at Ashford?” The highest number of students chose 5, which had a 36% 

response rate. The mean score was 3.97. When asked, “On a scale of 1 to 5, how well do you feel 

the discussions prepare you for mastering course learning outcomes,” the majority of the 

respondents (76%) chose 4 or 5. This category had a mode of 4 and a mean of 3.97. An 

additional Likert question asked, “On a scale of 1 to 5, to what extent do you feel your 

instructors have been engaged in your online courses at Ashford?” Again, the majority of 

respondents (75%) chose the two highest categories, with a mode of 5 and mean of 4.07.  

In the pre-survey that was sent to students, they were asked, “How would you think 

attending the synchronous sessions might benefit your success in the course?” Responding to this 

question was optional, however many students did respond. Overwhelmingly, students feel that 

attending the sessions would allow them to better understand the content. Students also felt 



strongly that attending the sessions would allow them to learn from and connect with their peers 

and instructors. In addition, students thought that attending the live sessions would allow them to 

receive “rapid feedback” from their instructor. Students also thought attending the live sessions 

would allow them to learn through different methods, make connections in the field of education, 

and enhance their critical thinking and communication strategies. Some examples of the 

feedback students shared when responding to this question are:  

I feel the opportunity to ask questions, get direct answers, share ideas, and being able to 
engage in real time conversation will be crucial in learning materials and making a lasting 
impact. 
 
I think that collaboration is a very important tool in teaching, learning and mastering the 
material. I can gain insight from my peers as well as my instructor, and I can explore the 
material in another way that I am typically used to. I also learn better when I have to 
"teach" or "explain" the material to someone else, which will be easily achieved in this 
medium. 
 
It will allow me to broaden my perspective. 
 
I may comprehend and be more engaged with the discussions. 
 
I learn better when I am engaged with others. Being able to talk to my instructor and 
peers would greatly benefit my learning which leads to a higher success rate for me. 
 
I think it will help me have a deeper understanding of course material and better 
connection with the instructor and classmates. 
 
The final optional open-ended question on the pre-survey asked, “Do you have any 

additional feedback you would like to share regarding the opportunity to attend synchronous 

sessions?” While only about 25% of students who completed the survey replied, it was clear 

from the students who did reply that they were very interested in attending the synchronous 

sessions. In addition, students shared that they were hoping to see this option offered in all 

courses. Some students did express that they had concerns about the days and times the sessions 



were being offered. Some examples of the feedback students shared when responding to this 

question are:  

I think this is a great opportunity, and I'm glad I'm able to be a part of it! 
 
It will feel more personal. 
 
I feel that if the courses had this option more people would be successful. I would rather 
participate in a live discussion rather than just completing the written discussion. I feel 
more connected to the course, my instructor, and peers.   
 
I believe synchronous sessions should be offered in every class and would boost lasting 
learning for students. 
 
It was evident from the pre-survey data that students were eager and excited about the 
opportunity to attend and participate in synchronous sessions. 
  

Post-Survey Data 

The post-survey used a similar format to the pre-survey by collecting information both 

using Likert scale and open-ended questions. The beginning of the post-survey included 

questions focused on session attendance. On the post-survey, of the students who attended the 

session, 34% attended three sessions, 24% attended two sessions, and 17% attended one session. 

Ten students, or 24%, also completed the post-survey indicating that they had not attended any 

sessions. This might be due to the students agreeing to participate in the first survey and then 

watching the video recordings. When students were asked on the post-survey how many 

recorded sessions they participated in, 39% of the students said they did not watch any 

recordings, 20% said they watched one, 14% that they watched two and 27% said they viewed 

all three recordings.  

Start of Class Number of Enrolled Students Attended Live Sessions 

1/14/2020 15 6 

1/21/2020 10 2 



1/28/2020 15 1 

2/4/2020 16 5 

2/11/2020 18 6 

2/18/2020 18 6 

2/25/2020 12 4 

3/10/2020 14 5 

3/17/2020 12 0 

3/24/2021 15 4 

3/31/2020 16 5 

Table 1: Attendance in Synchronous Sessions 

 

When responding to the Likert scale questions that were based on a scale of 1 to 5, with 5 

being the highest rating, the following data were received:  

 Percentage of 
Students 
Choosing 5 

Mode Mean 

On a scale of 1 to 5, to what extent did you enjoy the 
session? 

78% 5 4.375 

On a scale of 1 to 5, to what extent did you learn 
something from your peers? 

53% 5 3.92 

On a scale of 1 to 5, to what extent did the sessions make 
you feel more engaged in the class? 

71% 5 4.175 

On a scale of 1 to 5, to what extent did the sessions make 
you feel more connected with your instructor? 

73% 5 4.35 

On a scale of 1 to 5, to what extent did the sessions make 
you feel more connected with your classmates? 

49% 
 

5 3.92 

On a scale of 1 to 5, to what extent did feel you learned 
more than in the regular discussion? 

63% 5 4.05 

On a scale of 1 to 5, to what extent would you recommend 
Ashford include more synchronous discussions? 

71% 5 4.36 

On a scale of 1 to 5, to what extent would you like to 
participate in another course with synchronous sessions? 

71% 5 4.36 

Table 2 Post-Survey Likert Scale Questions 



 

 One of the optional questions on the post survey was, “What do you feel was the greatest 

value of attending the synchronous sessions?” When responding to this question, there were four 

main themes that students shared: general connection/engagement, better understanding of the 

course content, connection with peers, and connections with the instructor. In addition, students 

noted that the ability to receive immediate feedback and general collaboration with their peers 

were also of value from attending the sessions. Some examples of the feedback students shared 

when asked about the greatest value of the sessions were:  

I felt I better understand each lesson and the material. Engaging with peers directly felt 
more like a real discussion. I really enjoyed the sessions. 
 
Learned and engaged more than typical discussions. 
 
I learn more through communication with others.   
 
Getting live responses and interaction with peers and professor. 
 
On the post survey, students were also asked, “Do you feel that attending the 

synchronous sessions or watching the recordings allowed you to be more successful on 

discussions and assignments in the course?” Upon reviewing students’ replies to this question, 

85% of students shared that attending the synchronous sessions or watching the recordings 

allowed them to be more successful on their discussions and assignments. Nine percent of 

students felt that attending the session did not impact their success and an additional 6% of 

students who couldn’t say one way or the other. Some examples of the feedback students shared 

when responding to this question are:  

Yes, I felt I was able to understand more and was more successful in the class. 
 
Yes. I was able to get ideas from my peers and instructor. 
 



Yes. I gained more detailed information on that week's discussion and assignment and I 
was able to ask the questions and get my questions answered in real-time, which was nice 
and that I did not have to wait for the email. :) 
 
Somewhat, I do best as an independent learner. 
 
 
Along with asking students on the post survey to reflect on whether not attending the 

synchronous sessions or watching the recordings impacted their success on discussions and 

assignments, students were also asked if they felt that doing so increased their learning of the 

course content. When asked, “Do you feel that attending the synchronous sessions or watching 

the recordings contributed to increased learning of course content?” 87% of students said they 

better learned the course content because they were able to ask questions, the content was broken 

down, they were able to hear other viewpoints, and content was explained in more detail because 

of the question-and-answer time between their peers and instructor. Of the students who 

answered this question, 13% did not feel that their learning of the course content was increased.  

Those students either didn’t offer an explanation or thought that the course content was already 

strong. Some examples of the feedback students shared when responding to this question are:  

Yes, because it was a hands-on way of learning from the comfort of home. 
 
Yes, it allowed me to ask questions that I thought were not good ones. 
 
Yes! Attending the live sessions made me feel like I was in a classroom, and my 
questions could be answered right away. 
 
Extremely. I got a better explanation of material and got others’ viewpoints in an 
engaging way. 
 
Yes. It is easier for me to recall information that was discussed over information that I 
read. Also, I can go back to the recording to get clarification on the discussion. 
 
No, the course material is great. 
 



Of the 40 students who completed the post-survey, only 16 replied to the question, “If 

you intended to attend but were not able to, why were you unable to attend any of the live 

sessions?” The majority of students who replied responded that timing issues, such as the actual 

time of the session or getting home late from work, were the reasons they were unable to attend.  

One student responded that they were sick and unable to attend, another said they had technology 

issues, and one simply forgot. Some examples of the feedback students shared when responding 

to this question are:  

I was hoping to attend all 3 sessions but having three young children it was slightly 
challenging to be available by a set time. 
 
I'm an essential worker. My work schedule did not permit me to attend at the schedule 
times. 
 
I always got confused with the time change and would be an hour late. 
 
Only a handful of students responded an optional question “If you originally did not plan 

to attend but then did, why did you decide to do so?” There was not one definitive theme. The 

students shared ideas such as curiosity about the sessions, wanting to better connect with the 

course content, wanting to learn more technology skills, and excitement about the opportunity. 

Some examples of the feedback students shared when responding to this question were:  

I wanted to attend to better connect with and understand the material. 

I wanted to see what it was all about. 

I wanted to gain experience in the technology and learn more in the class. 

The final optional open-ended question on the survey allowed for students to share any 

additional feedback regarding the synchronous session. The most common response to this 

question, from 65% of the students, was that they would like synchronous sessions in more 

courses. They stated that the sessions were enjoyable and the students liked being able to hear 



other perspectives. Students report that the sessions have increased their personal confidence.   

The students felt the sessions were engaging and enhanced learning by providing valuable 

information. Finally, two students shared that they felt the synchronous sessions could be 

enhanced by doing a trial run for students new to Zoom and to see how to accommodate more 

time options. Some examples of the feedback students shared when responding to this question 

were:  

 

Table 3: Post-Survey Synchronous Discussion Feedback 

Quantitative Student Performance Data 

The quantitative measures taken from this study include the following: student 

performance for the course learning outcomes as measured by the assignment rubrics, the count 

of interactions in the asynchronous discussions (student-to-teacher, student-to-student, and 

teacher-to-student), and count of interactions in the synchronous, live discussion sessions. The 

researchers read the asynchronous discussions and reviewed recordings of the live sessions in 

order to count the interactions by type. The data regarding student performance on the learning 
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outcomes were retrieved from the Office of Assessment. These data were analyzed looking for 

patterns of behavior and any changes to student learning outcomes. 

In the study, 11 course sections of ECD315, Curriculum Planning and Design for Early 

Learners, with a total enrollment of 160 students, were analyzed. Students had the option to join 

the live sessions or participate in the standard asynchronous discussion forums. Anywhere from 

zero to five students participated in the weekly live discussion sessions. A total of 43 students 

chose to participate over the length of the study. For each individual student, the researchers 

counted had the number of responses the students made and the overall performance on the four 

course learning outcomes, based on the scores from the standard rubrics for the course.  

The data were compiled in an Excel spreadsheet and prepped for analysis in SPSS. While 

tests of the means of two groups, students in live sessions versus students in asynchronous 

sessions, and tests of correlations showed no statistically significant results, there were some 

interesting findings in the descriptive statistics in the data. There was no identifiable pattern of 

change with respect to the student performance on the course learning outcomes. However, the 

number of responses per student saw a big difference: the average number of responses to and 

from students to the instructor in the live sessions was 59 while the average for the asynchronous 

sessions was 13. Yet, at the same time, the number of student-to-student responses in the live 

sessions was 2.67, while it was 4.60 in the asynchronous sessions. From these data, we can 

determine that faculty were more engaged in the live sessions while students were less so.  

Table 4 shows the average score on a 4-point scale for each course learning outcome 

(CLO) broken down by students who participated in the live sessions as compared to those who 

did not. In each case, there was a small, statistically non-significant, improvement in aggregate 

score on performance in meeting the course learning outcomes.  



 CLO 1 CLO 2 CLO 3 CLO 4 

Asynchronous 3.3013 3.1363 3.3355 3.0033 

Live 3.3256 3.2907 3.3837 3.1832 

Overall 3.3078 3.1778 3.3484 3.0517 

Table 4: Comparison of CLO Data 

Table 5 shows the overall grade in the class, on a 4-point scale, for individuals who 

participated in one or more live sessions as compared to those who did not participate in any. 

There is an apparent, though not statistically significant, increase for those students who 

participated in all three sessions available. 

 0 Sessions 1 Session 2 Sessions 3 Sessions 

CLO Average 3.19 3.15 3.25 3.41 

             Table 5: Average CLO Score by Number of Sessions Attended 

Journal Data 

In this course, students complete a journal during the fourth week of the class. In the 

directions for the journal, students are asked to reflect on several ideas related to the course. Two 

of the areas for reflection ask the student to (1) discuss the three most significant things you have 

gained from this course, and (2) describe one accomplishment you achieved during this course 

that you are proud of and explain how it will positively affect your ability to work with children 

and their families in the future. 

While these two areas of reflection did not mention the optional synchronous discussions, 

it was evident from the students’ journals that the sessions had a large impact on them during the 

course. Of the 43 students who attended a live session during their course, 28 (65%) included 

positive feedback about the synchronous sessions in their journal.  



One theme that ran through the students’ journals was the belief that attending the 

synchronous sessions helped them to better understand the course content. The students felt that 

their questions were answered, which in turn helped them to be able to have a better 

understanding of the weekly content. For example, one student shared, “After attending the live 

session, it helped me gain knowledge on the different components I was leaving out, such as how 

many the student must get correct to know that the objective fulfilled.” It was also shared that the 

students felt relieved to know that they may not be alone in trying to understand something. 

Through the live sessions, the students could clarify their understanding of the content with peers 

and brainstorm additional ideas that they could use to support their work in other discussions and 

assignments. One student shared, “I feel that I learned more by being able to talk to others and 

not have to wonder if what I did was right. I got my questions answered right away.” It is clear 

that developing a deeper understanding of the content in the course was a key takeaway from 

students who attended the sessions.  

An additional theme that stood out from students’ journals were the positive takeaways 

that students had. Throughout the journal entries, students commented about how much they 

enjoyed the sessions, sharing that it not only made them excited to learn, but also helped to push 

and encourage them throughout the course. In fact, one student shared that, “One of the most 

rewarding things about this course was the live discussion sessions.” Another student shared, 

“By adding the synchronous session, it gave me a different outlook and even a push that I can 

accomplish my goals.”  

Connectedness with peers and the instructor was also evident through the reflections 

shared in the journals of students who attended the live sessions. “I got to connect with several 

peers and with the instructor to a different level, all while still learning from one another.” All 



together there were a total of 15 journal comments that referenced the connections with peers 

and the instructor. The students shared that the synchronous sessions allowed for greater overall 

connections, a feeling that their instructor was invested, and deeper engagement between peers 

and the instructor.  

Perhaps one of the most revealing themes from reading the students’ journals were the 

unintended benefits of the synchronous sessions. In their journals, students shared how the live 

sessions helped them increase their technology skills, boost their confidence in sharing their 

knowledge, overcome their fear of speaking in front of strangers, and discover new learning 

styles. The sessions even impacted the students’ families as one discussed how they were able to 

now help their child with Zoom sessions. One even shared that “showing my daughter what it is 

like to attend college online and how proud of me she was is something I will never forget. My 

daughter had the privilege to see me attend a live session and even participate. She was so 

excited and the way she looked at me after I was done with my session is a look I will never 

forget.” While our research questions focused on exploring whether the synchronous sessions 

would increase mastery of learning outcomes and impact student engagement, it is clear there 

were more benefits to our students. 

End of Course Survey Data 

While information was not solicited in the end of course survey from students regarding 

their experiences during the live session, several students referenced the sessions in their 

surveys. This is further evidence that the sessions had an impact on the students. Four students 

provided positive thoughts and feelings regarding the live sessions in their end of course surveys. 

Students emphasized that they enjoyed the live sessions and the opportunity to be able to attend 

them. 



In the end of course survey, students also mentioned that attending the live sessions 

allowed them to better understand the content they were learning in the course each week. One 

student shared, “It was so helpful and I understood the material so much better than I would had 

I read and done the discussion independently.” Another student said, “The instructor made the 

sessions interactive and gave positive feedback and helpful tips for completing assignments.”  

It was also noted in the course survey that a student felt that interacting with her instructor during 

the live session helped to see and feel that her instructor really cared about and her success.  

Instructor Perceptions of the Project 

Three faculty members conducted live sessions for this study, and two provided feedback 

regarding instructor perceptions. One said: 

One drawback was that the sessions were held in the evenings. Since I work during the 
day, it was difficult to leave the family in the evening and log back on. But truly, it gave 
me understanding for my students. Our students do their jobs all day and complete 
schoolwork at night. When we logged on, we were all tired. We sympathized with and 
drew energy from one another.   
One of the pros was when their children would pop into the screen. It was fun to see the 
students as mothers. It made them much more personal to me. So, when a new mother 
sent me a message, saying her baby was up sick all night, I was able to not only grant her 
extra time, but I was also able to empathize with her, remembering that baby’s face. 
During one session, only one student attended and her 3rd grade daughter was with her. I 
included the child in the sessions. While her mom answered the prompts, I asked the 
child to describe her dream pets. Her mom later said that her daughter is really excited for 
college now. I honestly didn’t expect any of this.   
Being solely online, it was a lot of fun actually seeing and hearing my students. We 
interacted and had fun together. I’ve missed that in online teaching. Honestly, in each and 
every session, I logged on tired, not really wanting to do it. And every single time, I 
thoroughly enjoyed myself, spent the hour talking and laughing, and logged off in a great 
mood.  
 
The second instructor stated: 
 
For me, the positives certainly outweighed any challenges associated with the sessions. 
One of the greatest parts of facilitating these sessions was watching my students get 
excited about learning, and seeing them celebrate when they understood a new concept.  
It was great to see the wheels turning and to get to enjoy, along with my students, when 



they finally understood how to complete certain elements of writing effective lesson 
plans.  
 
Another thing that I really enjoyed was being able to build relationships with my 
students. At the beginning of each session, we would engage in small talk and it was 
great to get to know my students outside of the classroom. This is something that I don’t 
often get the chance to do since our courses are all online.  
 
The biggest challenge for me as an instructor was scheduling the sessions. While I always 
work remotely and have days where I don’t follow a traditional 9 to 5 schedule, planning 
for an hour of time in the evening proved to be tricky at times. Like many of our students, 
I am a mom of young children who need me during that time. Despite this challenge, I 
was able to make it work and even when it was tricky I always left the sessions feeling 
fulfilled.  

 

Future Practice and Research 

Since completing our research, we have had the opportunity to share our findings within 

our institution. The curriculum management team expressed interest in the qualitative data and 

are open to embracing new and innovative approaches to how instructors interact with students. 

Similarly, when the research was presented to faculty, both full time and adjunct, numerous 

individuals asked to be part of a subsequent study. Due to the positive interest, we are planning a 

larger pilot to determine the efficacy of implementing synchronous sessions as an option for 

instructors in the future. We are hopeful that by doing this, we will be able to see the value in 

providing these types of learning opportunities for our students. We have anecdotal results that 

suggest students enjoy it, but we need to determine whether or not the majority of online students 

want to participate in this way and that it is beneficial to their academic success. 

 

 

 



 

 

  



References 

Cole, A. W., Lennon, L., & Weber, N. L. (2019). Student perceptions of online active learning 

practices and online learning climate predict online course engagement. Interactive 

Learning Environments, 1-15. 

Dixson, M. D. (2010). Creating effective student engagement in online courses: What do 

students find engaging? Journal of the Scholarship of Teaching and Learning, 1-13. 

Dixson, M. D. (2015). Measuring student engagement in the online course: The Online Student 

Engagement scale (OSE). Online Learning, 19(4), n4. 

Giesbers, B., Rienties, B., Tempelaar, D., & Gijselaers, W. (2014). A dynamic analysis of the 

interplay between asynchronous and synchronous communication in online learning: The 

impact of motivation. Journal of Computer Assisted Learning, 30(1), 30-50. 

Hrastinski, S. (2006). Introducing an informal synchronous medium in a distance learning 

course: How is participation affected? The Internet and Higher Education, 9(2), 117-131. 

Hrastinski, S. (2008). Asynchronous and synchronous e-learning. Educause quarterly, 31(4), 51-

55. 

Johnson, G. M. (2006). Synchronous and asynchronous text-based CMC in educational contexts: 

A review of recent research. TechTrends, 50(4), 46-53. 

Maki, R. H., & Maki, W. S. (2007). Online courses. Handbook of applied cognition, 2, 527-552. 

Meyer, K. A. (2003). Face-to-face versus threaded discussions: The role of time and higher-order 

thinking. Journal of Asynchronous Learning Networks, 7(3), 55-65. 

Oztok, M., Zingaro, D., Brett, C., & Hewitt, J. (2013). Exploring asynchronous and synchronous 

tool use in online courses. Computers & Education, 60(1), 87-94.  



Robinson, C. C., & Hullinger, H. (2008). New benchmarks in higher education: Student 

engagement in online learning. Journal of Education for Business, 84(2), 101-109. 

Ward, M. E., Peters, G., & Shelley, K. (2010). Student and faculty perceptions of the quality of 

online learning experiences. The International Review of Research in Open and 

Distributed Learning, 11(3), 57-77. 

 

 



Title: Gender differences in psychological factors as predictors of self-regulation in a Japanese 

learning context. 

 

Author names, affiliations, addresses and email:  

Kristopher McEown, Faculty of Science and Engineering, Waseda University, 3-4-1 Okubo, 

Shinjuku-ku, Tokyo, Japan, 169-8555, Email: mceown@aoni.waseda.jp 

Maya Sugita-McEown, Faculty of Education and Integrated Arts and Sciences, Waseda 

University, 1-6-1 Nishiwaseda, Shinjuku-ku, Tokyo, Japan, 169-8050, Email: 

msugitamceown@waseda.jp  

James Ellinger, Center for Global Communication Strategies, The University of Tokyo, Email: 

ellinger@g.ecc.u-tokyo.ac.jp  

 

Abstract: 

The role of gender differences in psychological factors and self-regulation among English 

language learners, in a Japanese educational context, is not well understood. Past research 

suggests that better second language learning outcomes are associated with higher intrinsic 

motivation in Japanese students learning English as a second language (Mikami, 2012, 2015). 

Students with lower English proficiency also report higher anxiety associated with learning 

English (MacWhinnie and Mitchell, 2017) and students may have better emotional regulation 

when processing information in a second language compared to their native language (Morawetz 

et al., 2017). The prefrontal cortex appears to mediate emotional regulation associated with 

reward motivation (e.g., Straudinger et al. 2011). Furthermore, self-regulatory capacity (i.e., 

indirectly measured by prefrontal cortex function) also predicts the ability to follow through with 



intended future actions (e.g., McEown and Hall, 2005) and this type of self-regulatory capacity 

can be measured by using neuro-cognitive computer based tasks (i.e., the go-no-go task). The 

current study sought to investigate the association between neuro-cognitive performance (i.e., 

response inhibition measured by the go-no-go task) and psychological factors associated with 

second language learning (e.g., ideal L2 self, intrinsic motivation, anxiety). Specifically, we used 

a questionnaire survey and a computerized neuro-cognitive task (i.e., a go-no-go task) to 

examine the interplay of these factors in Japanese students learning English. One-hundred 

seventy-one participants completed a questionnaire survey examining intrinsic motivation, 

identified regulation, introjected regulation, ideal L2 self, cognitive strategy use, test anxiety and 

self-rated English ability. Furthermore, a subset of these participants (n = 74; males = 33; 

females = 40; gender not specified = 1) subsequently completed a computerized neuro-cognitive 

task (i.e., a go-no-go task) assessing response inhibition, which is measure of self-regulation. 

Linear regression analyses were employed to examine: 1) the roles of intrinsic motivation, 

identified regulation, introjected regulation, ideal L2 self, cognitive strategy use and test anxiety 

in predicting self-rated English ability; 2) the roles of intrinsic motivation, identified regulation, 

introjected regulation, ideal L2 self, cognitive strategy use and test anxiety in predicting self-

regulation as measured by response inhibition; and 3) gender differences in the aforementioned 

psychological factors in predicting self-regulation. Regression analyses found that intrinsic 

motivation (β = .24, p = .008), ideal L2 self (β = .22, p = .011), and cognitive strategy use (β 

= .17, p = .039) were positive predictors of self-rated English ability (R2 = .30, F(6,164) = 11.71, 

p < .001). However, anxiety was a negative predictor of self-rated English ability (β = -.23, p 

= .001). Furthermore, intrinsic motivation (β =.45, p = .002), ideal L2 self (β =.35, p = .007) and 

test anxiety (β =.39, p = .001) were positive predictors of self-regulation, and identified 



regulation (β = -.62, p < .001) was a negative predictor of self-regulation (R2 = .37, F(6,66) = 

6.61, p < .001). For males, intrinsic motivation (β = .46, p = .019), ideal L2 self (β = .49, p 

= .005) and test anxiety were positive predictors of self-regulation. Whereas, identified 

regulation (β = -.59, p = .001) was a negative predictor of self-regulation for males (R2 = .62, 

F(6,26) = 7.16, p < .001). For females, cognitive strategy use (β = .39, p = .015) and test anxiety 

(β = .48, p = .006) were positive predictors of self-regulation (R2 = .37, F(6,33) = 3.33, p = .01). 

These results highlight potentially important gender differences in psychological factors, which 

may also serve as predictors of English learners’ ability to self-regulate their behavior, and 

perhaps better achieve learning goals, in a Japanese educational context.   

References: 

MacWhinnie, S.G.B., & Mitchell, C. (2017). English classroom reforms in Japan: a study of Japanese 

 university EFL student anxiety and motivation. Asian Journal of Second Foreign Language 

 Education, 2 (7), https://doi.org/10.1186/s40862-017-0030-2 

McEown, K.S., & Hall, P.A. (2005). Temporal dimensions of smoking and drinking behavior among 

 young adults (abstract). Canadian Psychology, 46, 16. 

Mikami, Y. (2012). Effects of goal setting and self-monitoring instruction on EFL learner Goals and 

 Motivation. Annual Review of English Language Education in Japan, 23, 33-44. 

Mikami, Y. (2015). Jyugyounai tadoku katsudou ni okeru naihatsuteki doukiduke jiko 

 kouryokukandokusyoryou no kankei. [Relationships among intrinsic motivation, self-efficacy, 

 and reading amount in sustained silent reading]. Journal of the Chubu English Language 

 Education Society, 44, 231-236. 

Morawetz, C., Oganian, Y., Schlickeiser, U., Jacobs, A. M., & Heekeren, H. R. (2017). Second language 

use facilitates implicit emotion regulation via content labeling. Frontiers in Psychology, 8 (MAR), 



1–11. https://doi.org/10.3389/fpsyg.2017.00366 

Staudinger, M., Erk, S. & Walter, H. (2011). Dorsolateral prefrontal cortex modulates striatal reward 

 encoding during reappraisal of reward anticipation. Cerebral Cortex, 21 (11), 2578-2588. 

 10.1093/cercor/bhr041. 

 

 



1 

TOLERANCE FOR AMBIGUITY 
 

Paul Skaggs 
Brigham Young University 

Paul_skaggs@byu.edu 

ABSTRACT 

Tolerance for ambiguity can be defined as the degree to which an individual is comfortable with 
uncertainty, unpredictability, conflicting directions, and multiple demands. Tolerance for ambiguity is 
manifest in a person’s ability to operate effectively in an uncertain environment. Many students will 
work in creative jobs and that means a world of uncertainty, unpredictability, conflicting directions, and 
multiple demands, and if they do not have a natural tolerance for ambiguity then they need develop one 
on their own. Unfortunately, higher education does not encourage students to develop a tolerance for 
ambiguity but strives to eliminate it from their educational experience. How one deals with uncertainty 
and the stress of an ambiguous situation is an important consideration in the life, education, and 
professional practice in a world where more and more workers are in fields that deal with new ideas.  A 
student with a lack of tolerance for ambiguity who is seeking opportunities in a creative profession is 
bound to feel stress, anxiety, and frustration. This paper defines tolerance for ambiguity to create 
awareness of its influence on the success of students. Recognizing and developing opportunities for 
students to experience and practice ambiguous situations is important to students’ success as they 
move from the educational experience into the ever-increasing need for creative workers in the 
professional world.  

Keywords: tolerance for ambiguity, education, uncertainty, categorization, novelty, changing stimuli, change, 
resistance to closure 

1. INTRODUCTION 

Tolerance for ambiguity is especially important in creative disciplines which are becoming more and more 
important in global economies. A survey by IBM (2010) of more than 1,500 chief executive officers shows 
consensus: Creativity was ranked as the number one factor for future business success—above 
management discipline, integrity, and even vision. The author had an experience with an recent graduate 
early in his educational career. In a conversation with an individual who 10 years earlier had graduated 
from a well-respected university the individual indicated that they were not working in his field of study 
and explained that their education had not prepared them for the “real” world.. After graduation they were 
hired by General Electric and were given an entry-level project. They admitted they didn’t know where to 
start because it was not presented with the clarity as their school projects had been, and it did not follow 
the defined process they had been taught and had practiced in school. As they struggled with the project, 
and with group dynamics, they became more and more frustrated. After 6 months, the individual quit the 
job and has not worked in the discipline since.  
 



In another conversation this same person told the author that they were interested in teaching. They said 
sarcastically, “I would give them ‘real world’ experience; I would assign the students a project on Friday, 
and on Monday I would change it, cut the budget, or cancel the project.” (Skaggs, 2002). What went 
wrong? 
  
It wasn’t their training that had gone wrong. Rather, they lacked the ability to deal with the subtle 
complexities of the world of commerce. They had the skills, knowledge, and methodologies but not the 
fundamental personality characteristics vital to working in the real world.  
 
In his book Conceptual Blockbusting, James L. Adams (1986) says the following:  

The fear of making a mistake is, of course, rooted in insecurity, which most people suffer from to 
some extent. Such insecurities are also responsible for the next emotional block, the “Inability to 
tolerate ambiguity . . . an overriding desire for order; and [having] no appetite for chaos.” I am not 
suggesting that in order to be creative you should shun order and live in a totally chaotic situation. 
I am talking more of an excessive fondness for order in all things. (p. 45)  

 
This student experience highlighted a problem that they were unaware of, a problem beyond their skills, 
knowledge, and methodologies. They would be working in a world where many factors are undefined and 
can change rapidly, and where there is uncertainty and unfamiliar spaces. A place where must be able 
and willing to embrace ambiguity, paradox, and uncertainty (Gelb, 1998). Tolerance for ambiguity 
suggests a certain lack of rigidity in thought processes that is so important.  

2. TOLERANCE FOR AMBIGUITY 

Tolerance for ambiguity is the ability to perceive in a neutral and open way uncertainties, contradictory 
issues that may be difficult to understand, and vague information with contrary or multiple meanings 
(Mclain, Kefallonitis, & Armani, 2015). However, as mentioned previously, not everyone has this natural 
tolerance, and it is important to recognize students who may be struggling with ambiguity. Bochner (1965) 
categorized attributes of individuals who are intolerant of ambiguity. The nine primary characteristics that 
describe intolerance of ambiguity are as follows: (a) need for categorization, (b) need for certainty, (c) 
inability to allow good and bad traits to exist in the same person, (d) acceptance of attitude statements 
representing a white-black view of life, (e) a preference for familiar over unfamiliar, (f) rejection of the 
unusual or different, (g) resistance to a reversal of fluctuating stimuli, (h) early selection and maintenance 
of one solution, and (i) premature closure. 
 
Because tolerance for ambiguity is the quality we would like to encourage and promote in our students 
the author has edited the attributes that describe an intolerance for ambiguity into attributes that describe 
a tolerance for ambiguity. These are not perfect interpretations, but they are close enough for our 
consideration: (a) not bound by categorization, (b) comfortable with uncertainty, (c) unafraid of the 
unfamiliar and of change, (d) accepting of novelty, (e) tolerant of fluctuating stimuli, (f) willing to delay 
selection from multiple solutions. 
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An in-depth discussion of these characteristics is beyond the scope or interest of this paper; however, 
each attribute will be defined and its connection to the creative practice of will be discussed in the 
following sections. 

2.1. NOT BOUND BY CATEGORIZATION 
Categorization is the method of recognizing similarities and differences in ideas or objects and grouping 
them based on a criterion for a specific purpose (Cohen, H., & Lefebvre, 2005). The purpose of a 
category is to illustrate a relationship between the ideas or objects in whatever the purpose of the 
categories may be. A problem arises once an idea or object has been set in a certain category because it 
is hard to break out of that classification. This is called functional fixedness (Duncker, 1945), which is the 
inability to see the possibilities and usefulness of ideas or objects beyond their accepted grouping.  
 
As knowledge about the world is constructed, ideas and things are categorized, and meaning is applied. 
To play with these categories and meanings means exploration, experimentation, and the use of 
imagination. It means being able to move something from one domain into another. This is a part of what 
creative worker do as they develop new ideas, so creatives need to be open to experience ideas and 
objects from a fresh perspective and not be fixed in terms of how things are categorized. 

2.2. COMFORTABLE WITH UNCERTAINTY 
Uncertainty refers to a feeling someone might have in situations involving imperfect, incomplete, or 
unknown information (Fields, 2011). Uncertainty impacts productivity because it makes decisions very 
difficult, and a lack of decision-making ability slows or stops progress. To move forward with uncertainty, 
decisions need to be made, and these important decisions can be made using intuition. According to Agor 
(1986), intuition is not a guess; good intuitive decisions are based in part on “input from facts and 
experiences, combined and integrated with a well-honed sensitivity and openness to other clues” (pp. 39–
41). Making decisions based on intuition requires a certain level of tolerance for ambiguity.  
 
Innovators are distinguished by “high tolerance for ambiguity and intuitive decision-making skill” (Gelb, 
1998, p. 163). Intuitive decision making requires the ability to recognize, evaluate, and pursue interesting 
ideas and insights. This kind of intuition is a form of judgment, or the “evaluative component,” as Runco 
(1991, p. 312) calls it.  
 
Experience with an intuitive process allows the creative workers certain confidence in their intuitive 
judgments. Intuition allows a person to make decisions when there is a high level of uncertainty or little 
precedent, when variables are not predictable, when facts and time are limited, when facts do not make 
the way clear, and when it is necessary to choose from several plausible ideas. All of these situations are 
part of an daily routine. They handle uncertainty by making intuitive decisions that allow for the ideas to 
move forward. Creatives “trust their feelings, their unconscious thoughts, in addition to their conscious, 
deliberate, step-by-step, systematic thinking. They can wait until a solution arrives which feels right and is 
logically right. They rely on their unconscious mind to help select the final solution to the problem” (Olson, 
1978, p. 45).  



2.3. UNAFRAID OF THE UNFAMILIAR OR OF CHANGE  
A model for adapting to the unfamiliar or change is described as a process including five stages: (a) 
Status quo is the initial state of the system—comfort, familiarity, established patterns, relationships, and 
routines prevail. (b) Disruption when an unfamiliar element arises and interferes with the status quo. (c) 
Chaos—once the unfamiliar element is recognized and accepted, the system enters chaos, a time of 
anxiety, vulnerability, and confusion. (d) Exploration—when focusing is not on what has been lost but 
what is new, acceptance of the changes. Testing and exploring what the changes mean, and so learn the 
reality of what's good and not so good, and how to adapt.  (e) Rebuilding—a transforming idea emerges, 
and the unfamiliar is integrated into the new situation (Kubler-Ross, 1969). 
If one is not a problem solver, then change is always frustrating. People don’t like the unfamiliar because 
it brings up problems, and people don’t like dealing with problems. Peter Drucker (2002) says, “The talk 
you hear about adapting to change is not only stupid, but it’s also dangerous. The only way you can 
manage change is to create it” (p. 73). Odiorne (1981) describes this ability to create change in his book 
The Change Resisters. He observes that 
 

The innovative-minded person has a different set [of arguments] from the stability-minded one. 
For one thing, being innovation-minded starts one off with the presumption that as one presses 
ahead into new things, the unforeseen problem will occur, but can be solved. The innovative 
person will move into new areas without full knowledge of the problems or how they might be 
solved. (p. 84) 

 
Creatives are in the business of dealing with the unfamiliar. Not only do they not resist change, they are 
the instigators of change. Creative workers seem to have a natural desire to change things—to make 
things easier, better, or sometimes just different. They have visions of what things could be, and they 
conjure up scenarios of the future. Creatives are not resistant to change because they know that change 
brings new problems, and they like to solve problems.  
 
The creative process leads to uncharted territory. To pursue what we do not already know, it is necessary 
to have a sense of wonder, the patience to suspend judgment, and a tolerance for ambiguity. In accepting 
ambiguity, unfortunately, we lose the comfort of familiarity. Dealing only with the clearly defined and the 
familiar, however, precludes the plasticity and adaptability of thought necessary in any creative endeavor. 
Tolerating ambiguity allows one to accept uncertainty, disorder, and the paradoxical in the process of 
ordering one’s thoughts. 

2.4. ACCEPTING OF NOVELTY  
The very essence of creativity in ideas, products, or services is originality; when something is different, 
there is not a standard by which to judge it (Rogers, 1961). New ideas are always received with 
skepticism and reluctance because they have nothing to relate to. Albert Einstein (2010) said, “if at first, 
the idea is not absurd, then there is no hope for it” (p. 337)337. If ideas that are absurd, unusual, or 
different are neglected, potential prompts to great ideas will be missed. Creative thinking and safe 
thinking are opposites; dealing with the risks of the unusual and different is an integral part of coming up 
with new ideas. This is something that Einstein is famous for understanding. 
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If we define creativity as the generation of novel and useful ideas, both aspects of this definition—novelty 
and usefulness—are constraints that must be considered, balanced, and satisfied. The narrow target of 
creative ideas will be missed if a person is overly imaginative or overly practical. Creative employees are 
tasked with developing original and useful ideas for their clients. To define this balance, Raymond Loewy 
(1951) used a principle called “MAYA”: most advanced yet acceptable.  

2.5. TOLERANT OF FLUCTUATING STIMULI 
Stimuli in the professional world can include multiple priorities, changing schedules and budgets, and 
changing product requirements. Tolerance for ambiguity refers to the capacity to withstand the 
fluctuations and chaos brought on when there is a problem that cannot be clearly defined or when it is 
unclear how the pieces of the solution are going to come together because the criteria are changing.  
 
A  job can involve working along with unclear and changing requirements. These fluctuating stimuli are 
often out of the workers control, and they change based on the corporation’s or the client’s changing 
understanding of the needs of the new product or service the employee is asked to work on 
 

2.6. WILLING TO DELAY SELECTION FROM MULTIPLE SOLUTIONS 
“Some people believe that there is only one right answer and that ambiguity must be avoided whenever 
possible” (Sternberg, 1999). To optimize creative potential, you need to be able to tolerate the discomfort 
of an ambiguous situation long enough so that what they produce is the best, or close to the best, of 
which they are capable. Linus Pauling stated that “the best way to have a good idea is to have lots to 
choose from” (2019). Fluency is an important aspect of creativity because the number of ideas increases 
the opportunities for originality and usefulness (Torrance, 1974). In idea generation, obvious ideas are 
generated first, and when these are exhausted, more remote connections and creative ideas are found 
(Mendelsohn, 1976). There is a strong correlation between the quality of ideas and the quantity of ideas 
(Bayles & Orland, 1993; Johansson, 2004). To explore lots of ideas and so have a willingness to defer 
judgment and seek alternative ideas, solutions, or conclusions. This is called resistance to closure and 
requires a tolerance for ambiguity. 

3. ORGANIZATIONS AND TOLERANCE FOR AMBIGUITY 

It is human nature for people to become comfortable over time with certain ways of doing things and to 
resist change from their familiar patterns. Organizations also develop systems, processes, and 
procedures that cause them to become less flexible as their processes become more defined and refined 
(Hannan & Freeman, 1977). These defined and refined processes are for building safety and efficiency 
but are not conducive to allowing flexibility and change. This organizational intolerance for ambiguity 
increases with age and experiences (Levinthal, 1991).  
  
For example, as principles and processes are passed on from one generation to another in higher 
education, they become an integral part of the institution (Lane & Klenke, 2007). This is evident in 
educational approaches; for the most part, education works to eliminate ambiguity. Most of our tests or 
other rubrics for evaluation are defined in such a way that there is a right answer. It’s A, B, C, or D, True 



or False. They are looking to have the student repeat back what was determined to be important to learn 
(Evans, 2004). We have learning outcomes that define exactly what will be taught and what is expected 
to be learned and retained from a course. The ability to handle ambiguity is a critical skill that many 
students lack and that our traditional methods neglect (Budner, 1962).  
 
As a result of these prescribed learning outcomes and answers, many students have developed an 
aversion to ambiguity. In a course structure questionnaire given to students, the students rated these 
eight items as critical components to a successful course (DeRoma, Martin, & Kessler, 2003): (a) 
presence of course syllabus, (b) presence of clear schedule of assigned readings, (c) dates for testing 
scheduled in advance, (d) clear outline for lecture topics, (e) adherence to lecture topic for a particular 
lecture, (f) specific grading criteria outlined in advance, (e) exams emphasizing mastery of knowledge, 
and (f) exams/exercises involving objective versus subjective reporting. Johnson, Court, Roersrna, and 
Kinnanian (1995) have recommended that undergraduate teachers examine their course for tolerance for 
ambiguity as an important criterion for the development of flexible, integrative, and independent thinking. 
 
The American Council on Education states that the ability to function effectively in an ambiguous, 
complex, and rapidly changing environment is a critical skill in industry (Greenhaus & Callanan, 1996). 
Morgan (1997) argued that organizational intelligence “uses, embraces, and at times creates uncertainty 
as a resource for new patterns of development” (p. 92). A significant and positive relationship has been 
found between creativity and tolerance for ambiguity (Tegano, 1990). Therefore, behaviors critical for 
survival in organizations, such as innovation, creativity, adaptability, entrepreneurship, flexibility in 
negotiation, and other change-oriented goals, are best achieved by people who have a tolerance for 
ambiguity and uncertainty (Dollinger, Saxton, & Golden, 1995; Ghosh, 1994).  

4. STUDENT TOLERANCE FOR AMBIGUITY  

What does this all mean? (a) Educators should be aware of the importance of tolerance for ambiguity and 
its influence on the success of students. (b) Students need to recognize their own tolerance for ambiguity 
or the lack thereof. (c) Faculty can work to develop curriculum that provides students with opportunities to 
experience and practice ambiguous situations.  
 
As educators become more diligent about incorporating ambiguous situations into their classrooms, they 
should be mindful of students who may be averse to these situations. Educators can watch for the 
following evidence of students who may lack a tolerance for ambiguity:  

• need to know exactly what is expected in an assignment 
• want to know what the end result should look like and see examples of quality work 
• ask multiple clarifying questions  
• do not like vague or general guidelines  
• can’t accept the subjectivity in grading 
• feel uncomfortable with variety of means, methods, or processes to achieve a desired result 
• appear over-concerned with finding the right answer  
• seem uncomfortable with multiple solutions  
• do not accept failure 
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• avoid experimentation and playful approaches to problems 
• want to select solutions early and defend them actively 
• can’t find a balance with novelty and usefulness 
• won’t finish an assignment because it is not defined enough  
• create boundaries, definitions, or parameters to work within 
• focus quickly on working with details that they can understand 

IBM’s Experience Design Center in Austin, Texas, displays a poster on to remind employees about 
ambiguity. It reads, “Learn to anticipate, embrace, and leverage ambiguity.” This would be a great motto 
for all students.  

5. CONCLUSION 

Tolerance for ambiguity can be defined as the degree to which an individual is comfortable with 
uncertainty, unpredictability, conflicting directions, and multiple demands. Tolerance for ambiguity is 
manifest in a person’s ability to operate effectively in an uncertain environment. Some people may have a 
more natural predilection toward tolerance for ambiguity, while for others it develops over time through 
education and experience. Some strive daily to simply eliminate ambiguity in their lives. However, 
ambiguity exists in different degrees and for varying periods of time within individuals and organizations 
everywhere. Oreg, Nevo, Metzer, Leder, & Castro (2009) found a correlation between careers individuals 
choose and the tolerance for ambiguity associated with that professional opportunity. How one deals with 
uncertainty and the stress of an ambiguous situation is an important consideration in the life, education, 
and professional practice. It is vital for students to understand this concept because a student possessing 
intolerance for ambiguity who is seeking opportunities in is bound to feel stress, anxiety, and frustration. 
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Abstract 

The purpose of this study was to construct a school leadership framework well poised to meet the 

needs of students and families experiencing poverty. Structural ideology and culturally 

responsive school leadership were synthesized and reimagined to construct a Poverty Responsive 

School Leadership Framework that combats the inequities that undermine educational 

engagement for our most marginalized students. To guide principals in effectively serving 

students and families experiencing poverty, specific leadership actions and strategies were 

identified in four interconnected domains: Intentional Self-Reflection & Critical Self-Awareness, 

Partner with Families Experiencing Poverty, Develop Structural Ideology in Staff, and Create an 

Equitable School Environment. 
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Introduction 

Extensive research has conclusively demonstrated that children’s social class is one of the 

most significant predictors of their educational success (Putnam, 2015). The achievement gap 

between students experiencing poverty and their more affluent peers reflects vast unmet needs 

and results in untapped potential among children from lower socioeconomic status. The 

development of strong cognitive and noncognitive skills is essential for success in school and 

beyond. College/career readiness enhances a young person’s potential for jobs that help secure 

an adequate standard of living and an opportunity to thrive in society (Cushing et al., 2019). Low 

educational achievement limits economic promotion later in life, perpetuating a lack of social 

mobility across generations (Garcia & Weiss, 2017). The undeniable inequities represent a 

systemic failure that betrays the ideals of meritocracy. At a young age, a child’s future 

advancement in society is dependent on social class rather than merits, talents, and effort.  

Minnesota has some of the largest gaps in the nation on educational outcomes by 

socioeconomic status. The achievement gap, often referred to as the opportunity gap, is evident 

in standardized test scores, graduation rates, and college readiness indicators (Grunewald & 

Nath, 2019). In 2019, 71 % of students not experiencing poverty met proficiency on the 

Minnesota Comprehensive Assessment (MCA) Reading while only 41% of students 

experiencing poverty met proficiency. Similar results were evident on the MCA Math with 67% 

of students not experiencing poverty meeting proficiency while only 35% of students 

experiencing poverty met proficiency. Academic gaps are publicly documented as early as third 

grade in the first administration of the MCA and continue through high school. 

The pattern in Minnesota graduation rate gaps by free-reduced price lunch is similar to 

achievement gaps. Cross-sectional distribution across schools documents that average 2018 
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graduation rates were significantly lower in schools with a higher proportion of students who are 

eligible for free-reduced price lunch. The difference in graduation rate for students in poverty 

was close to seven percentage points lower than average (Grunewald & Nath, 2019). 

Disparities in opportunities, supports, and outcomes represent some students’ limited 

access to excellence in all aspects of their education (Rimmer, 2016), which has ignited a 

movement for school change focused on addressing causes and ongoing facilitators of inequities. 

Equity has become a ubiquitous term in schools in regard to organizational goals, school 

improvement, and strategic planning. The conundrum of schooling is that educational inequity 

persists, despite the well-intentioned efforts by teachers and school leaders. Schools reproduce 

the status quo, while they are supposed to be the hallmark institution of meritocracy where 

anyone can get ahead by working harder (Castagno, 2014).  

School leaders, now more than ever, must gain a thorough understanding of the pervasive 

nature of the gaps and long-term detrimental impact on our students and families experiencing 

poverty. Quality education is essential for marginalized students to break out of the generational 

poverty cycle. The education system has a moral imperative (Fullan, 2014) to ensure that every 

student exits our schools with the knowledge, skills, and efficacy to access and succeed in 

college, careers, and communities (Rimmer, 2016). 
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Literature Review 

Schools are the nation’s institution established as the great equalizer serving students 

from all backgrounds and supplying them with the knowledge and skills they need to 

successfully pursue the American Dream (Klein, 2015). Yet student achievement for 

marginalized populations, those with the greatest to gain, continues to be substandard (Blasé, 

Fixsen, Sims, & Ward, 2015). In particular, research documents a growing achievement gap in 

the United States between children in high- and low-income families (Poverty and Race 

Research Action Council, 2016).  

Poverty, which forms a specific culture, is a growing social issue, and the number of 

Americans living in poverty is continually increasing. Families experiencing poverty have less 

access to financial, emotional, mental, spiritual, and physical resources as well as support 

systems, relationships, role models, and knowledge of hidden rules (Lacour & Tissington, 2011). 

Lack of resources is closely correlated with low academic achievement, and numerous studies 

have documented the relationship between low socioeconomic status and low achievement 

(Mayer, 1997). The National Assessment of Educational Progress (NAEP) records achievement 

gaps in mathematics of two or more years between students from high- and low-income 

families. The gaps for reading are slightly smaller. As the achievement gap widens, 

opportunities for economic mobility lessen resulting in a generational cycle of increased 

income disparities and the adage of the rich get richer and the poor get poorer becoming 

reality. 

Class-Based Educational Inequities 

Poor children are increasingly concentrated in schools and classrooms with other poor 

children, a result of residential segregation and student placement policies within schools 

(Bischoff & Reardon, 2014).  The concentration of poor students in schools has been found to 

https://journals.sagepub.com/doi/full/10.3102/0002831216652722
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negatively affect the learning environment in multiple ways. High-poverty schools are more 

likely to be dysfunctional organizations with ineffective leadership and inadequate support 

from school administration, low levels of trust among the adults and limited faculty input in 

decision making, incoherent educational programs, and increased disruptions. Studies have 

documented that classrooms with concentrations of poor students have increased disruptions 

due to greater numbers of student misbehaviors (Blair et al., 2008). Disruptions derive from 

greater frequency in student mobility resulting in the need to invest resources (time, 

instruction, staff) to mitigate the breaks in learning versus less stressed resource pools in 

schools with more stable student populations (OECD, 2012). Exacerbating the situation, these 

concentrations are correlated with lower levels of educational resources such as qualified 

teachers and other adult supports, curriculum and instructional materials, and facilities. High 

poverty school buildings are often poorly maintained and environments are unfriendly and 

sometimes unsafe for staff and students (Owens, et al., 2016).  

Teachers are the most critical school factor contributing to student academic 

performance, and children in poverty are less likely to be taught by qualified, experienced, and 

effective teachers (Adamson & Darling-Hammond, 2011). High poverty schools struggle to 

recruit qualified teachers due to low salaries and safety concerns specific to the school’s 

neighborhood. This is compounded by the inability of high poverty schools to retain teachers 

as evidenced by an approximately 20% annual departure rate (Simon &Johnson, 2015). 

Teacher turnover negatively influences the school’s professional community, morale, and 

commitment, making it difficult to garner motivation to initiate and sustain improvements. 

Departing teachers are frequently replaced with novice educators, who are typically less 

effective (Henry et al., 2012). Once these teachers obtain a little experience and skill, they 

https://link.springer.com/chapter/10.1007/978-3-319-25991-8_9#CR48
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often depart, creating a pattern of reshuffling of teachers from poor to not poor schools (Simon 

& Johnson, 2015). 

 Within the walls of high poverty schools, a mismatch exists between middle-class 

teachers and the students and families they serve. The mismatch is often reflected in a lack of 

understanding of the experience of poverty, responsiveness to the culture of poverty, and beliefs 

regarding individuals experiencing poverty. What teachers believe about people experiencing 

poverty informs how they teach, interact with, and advocate (or fail to advocate) for them 

(Gorski, 2018). Low expectations in high poverty schools, and of these schools by their district 

leadership, have been well documented (Boser et al. 2014). Students experiencing poverty are 

less likely than wealthier peers to experience positive reinforcement from teachers (Parrett & 

Budge, 2012). Placement policies systematically track poor students away from higher-level 

courses, even when their grades do not warrant it and they have demonstrated the requisite 

skills (Latz & Adams, 2011). Next to teachers in importance is the content to which students 

are exposed, but again poor students get less than their more advantaged peers (Schmidt & 

McKnight 2012).  

Educational equity will only be realized when educational policies, practices, 

interactions, and resources are representative of, constructed by, and responsive to all people 

such that each individual has access to, can meaningfully participate, and makes progress in high 

quality learning experiences that empower him/her toward self-determination and reduce 

disparities in outcomes regardless of individual characteristics and cultural identities (Fraser, 

2008). Shifting economic landscapes and growing disparities emphasize the need for more 

robust strategies to address the socioeconomic gaps. 

 

https://link.springer.com/chapter/10.1007/978-3-319-25991-8_9#CR12
https://link.springer.com/chapter/10.1007/978-3-319-25991-8_9#CR103


8 
 

The Role of Leadership in Addressing Educational Gaps 

  Research has explicitly found that school leadership has a decisive impact on quality 

teaching and student academic achievement (Wang, 2018). The principal is second only to 

teaching in educational factors having an effect on student achievement (Ward, 2013; Waters et 

al., 2003). Louis et al. (2010) documented that the impact of effective leadership is greatest in 

struggling schools in need of intervention. In fact, there is not one school turnaround documented 

without a talented principal.  

School leaders benefit from a better understanding of how talented principals best support 

teacher development, school improvement, and ultimately increased student achievement 

(Hochbein & Cunningham, 2013). When considering the career decisions teachers make 

regarding their desire to remain in the profession, the quality of the principal’s leadership is one 

of the most determining factors (Johnson, et al., 2012). Effective principals successfully fulfill 

daily management responsibilities while simultaneously investing in long term initiatives such as 

teacher development and establishing a collaborative learning environment. Talented leaders 

balance accountability and support (Fullan, 2014), creating a culture of trust and shared values 

while building staff capacity to face tough conversations and realities (Raney, 2014). Educational 

leadership holds the unique ability and responsibility to mobilize schools, families, and 

communities to engage in addressing tough issues (Heifetz & Linsky, 2004). There is a 

commitment to maintain high expectations and engage in a shared leadership model (Ruff & 

Shoho, 2005). Unfortunately, the capacity for building trust and supporting change is often 

weakest for leaders in the lowest performing schools (Finnigan, 2012).  

School turnaround, sometimes referred to as second order change, is multifaceted, prone 

to resistance, and challenging (Marzano, et al., 2005). Effective school leaders focus on the 
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system in which the leader serves, addressing structural change within complex systems 

(Adelman & Taylors, 2011). This focus on structural change allows a leader to better target 

improvements in student achievement (Taylor & LaCava, 2011). Thus, it would be good practice 

to evaluate school leadership effectiveness based on the accomplishments of the system. 

System Effectiveness: Technical and Adaptive Leadership 

Talented principals are able to lead both technical and adaptive changes (Waters et al., 

2003). Technical changes encompass quick fixes within a system; solutions that can easily be 

identified and implemented (Heifetz, 2011). They are changes that align with existing beliefs and 

values. Conversely, adaptive change is most often associated with moving away from long-held 

beliefs and establishing new values and norms (Nicolaides & McCallum, 2013). Effective 

leaders are able to identify technical and adaptive challenges, understanding that often they 

present themselves together (Drago-Severson et al., 2014; Waters et al., 2003) Leaders who 

properly address each better support reluctant and resistant stakeholders and create the conditions 

necessary for such changes to take place (Hall & Hord, 2015). 

Heifetz (2011) referred to the ambitious task of increasing student achievement in schools 

with high poverty as an adaptive challenge. Schools have failed to adapt to shifts in student 

demographics and student learning needs. Leading adaptive change requires principals to display 

perseverance, focus, and grit that exceeds that of leaders who only manage technical change 

(Nicolaides & McCallum, 2013; Taylor & LaCava, 2011). Principals who effectively lead this 

more demanding and rigorous work will realize greater benefits for teachers and students within 

their system. 

 In a society that seeks quick fixes and magic bullets, the time and energy investment 

necessary to successfully navigate the context-specific and unchartered work of adaptive change 
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can be offsetting. Core principles of the work include addressing beliefs and alignment with 

actions as well as distributing leadership work (Wang, 2018). Closing the gap between known 

values and enacted values requires leadership centered on learning, innovation, and collective 

responsibility (Nicolaides & McCallum, 2013). This requires school leaders to practice inquiry, 

invite others to participate with curiosity, and value diverse perspectives. In essence, schools are 

asked to engage in a messy process, requiring multiple vantage points and ultimately changing 

their “cultural DNA” (Campbell-Evans, 2014, p. 546).   

Theoretical Framework 

Structural Ideology 

Educators with a structural ideology understand that outcome measure disparities are the 

result of structural barriers in and out of school rather than moral deficiencies or grit shortages in 

families experiencing poverty (Gorski, 2018). Students from low socioeconomic status homes 

likely have fewer opportunities than their wealthier peers to engage in enriching life experiences 

such as traveling and the arts. Families experiencing poverty often have less access to Internet 

technology, books, tutoring, and other resources that support school achievement (Lineburg & 

Ratliff, 2015).  

Within schools, class-based inequities are evidenced in disproportioned access to 

experienced teachers, honors or advanced curriculum, engagement with authentic learning, arts 

education, and cocurricular programs (Dudley-Marling, 2015). Family involvement opportunities 

are rarely organized in ways that are responsive to the challenges economically marginalized 

families may face, such as a lack of paid leave, difficulty securing transportation, the inability to 

afford childcare, and the necessity of working multiple jobs.  
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Structural ideology contends that as long as systemic barriers exist, education outcome 

disparities will exist (Berliner, 2013). School leaders must position themselves to become a 

threat to the existence of structural inequities in schools and districts. This audacious calling will 

require disruptions to past traditions, values, and beliefs and administrators will seek new 

solutions and practices. 

Culturally Responsive School Leadership 

Leadership for educational equity relies on the development of cultural responsiveness. 

Culturally responsive school leadership (CSRL) has gained significance as the United States’ 

demographics diversifies and the racialized achievement gap continues to be a paramount issue 

in education. The achievement gap, sometimes referred to as the opportunity gap, has driven 

major legislative initiatives over the past half-century, yet the gap has remained impervious. 

Whether the measure is grades, test scores, attendance, discipline referrals, drop-out or 

graduation rates, those students who differ most from mainstream White, middle/upper class, 

English speaking America, are also most vulnerable to being underserved by our nation’s schools 

(Howard, 2019). Historically oppressed groups are still marginalized in U.S. schools (Gay, 

2010).  

Howard (2019) explained that the behaviors and practices of students, parents, teachers, 

and school leaders are significantly impacted by culture. Yet, most leadership reform has 

focused, “almost exclusively on instructional, transformational, and transactional leadership 

models to address the cultural needs of students” (Khalifa, et al., 2016, p. 1279). The elusive 

achievement gap is evidence that these models do not effectively address the needs of non-White 

students.  
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The disparate between students of color and teachers and leaders of color amplifies the 

importance of amending facets of education such as policy, funding, and administration to be 

culturally responsive. School leaders need to address race, culture, language, national identity, 

and other areas of differences (Khalifa, et al., 2016). Even more, they must hold an awareness of 

the values, beliefs, and natural tendencies that ground their practice (McKenzie et al., 2008). 

Leaders must be willing to examine personal beliefs about race and culture and their influence on 

school systems (CampbellJones, et al., 2010). Self-awareness is extended when leaders initiate 

courageous conversations among staff members with the intent to examine their beliefs about 

race and culture and their impact on students’ learning experiences (Singleton, 2012).  

The Culturally Responsive School Leadership Framework is composed of four domains: 

Critically Self-Reflects on Leadership Behaviors, Develops Culturally Responsive Teachers, 

Promotes Culturally Responsive School Environment, and Engaged Students, Parents, and 

Indigenous Contexts (Appendix A). 

Methodology 

Qualitative methodology was selected for this study utilizing a discovery-oriented 

approach to research (Merriam & Tisdell, 2016). This inductive approach sought to explore and 

understand the meaning that individuals and groups ascribed to the educational problem (Bogden 

& Biklen, 2007; Creswell, 2014; Patten, 2014). In contrast to deductive reasoning, which seeks a 

cause-and-effect relationship between variables, inductive reasoning “makes broad 

generalizations from specific observations” (Bradford, 2017, para. 6). Theory developed through 

inductive reasoning is developed “from the bottom up” (Bogdan & Biklen, 2007, p. 6).  

The primary researcher was a program director of a Minnesota university’s 

administrative preparation program. Data collection occurred through focus groups comprised of 
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practicing elementary and middle school principals. This study utilized a semi-structured focus 

group format. Semi-structured did not restrict the researcher to be rigidly bound by pre-

established questions. There was flexibility in asking additional questions to clarify a response or 

dig deeper into meaning (Patten, 2017). Focus group questions were selected based upon 

research uncovered in the literature regarding culturally responsive school leadership and 

structural ideology.  

Forty-two principals participated in 12 focus groups ranging in size from two to six 

participants. Each session included an explanation of the principles of equity and structural 

ideology as well as a summary of culturally responsive school leadership. Focus groups were 

tasked with being mindful of a structural ideology and the tenets of culturally responsive school 

leadership while listing the practices implemented in their school to meet the needs of students 

and families experiencing poverty. A reiterative analytical process with participant feedback 

guided framework development.  

Conclusion/Findings 

The Poverty Responsive School Leadership Framework is a tool to guide administrators 

in effectively addressing the opportunity gap and better serving students and families 

experiencing poverty. Intentional Self-Reflection & Critical Self-Awareness constitute the 

foundation of the framework. Leaders steeped in this foundation will be more successful in the 

remaining framework components: Partner with Families Experiencing Poverty, Develop 

Structural Ideology in Staff, and Create an Equitable School Environment. 
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POVERTY RESPONSIVE SCHOOL LEADERSHIP FRAMEWORK 

 

Partner with Families 

Experiencing Poverty 

 

Develop Structural Ideology 

in Staff 

 

Create an Equitable 

School Environment 

 

 

Intentional Self-Reflection & Critical Self-Awareness 

Self-awareness is understanding your personality, strengths, weaknesses, thoughts, 

tendencies, and emotions. It includes understanding how other people perceive you, your 

demeanor, and your interactions. One of the simplest ways to gain self-awareness is through 

introspection. School leaders focused on leading for equity prioritize self-reflection. They 

grapple with critical self-awareness of their personal beliefs about teaching and learning and the 

capacity of all students to master rigorous academic expectations (Rimmer, 2016). Leaders 

reflect on their own beliefs and biases and then model a personal belief system that is student-

centered and grounded in equity, access, and antiracism. Leaders must value diverse perspectives 

in decision-making and confront behavior that promotes inequity. Intentional reflection bolsters 

leaders’ integrity as their beliefs are exhibited in daily practice.  

Partner with Families Experiencing Poverty 

School leaders realize that families experiencing poverty are the experts of their own 

experiences and are partners in any effective approach to address class-based inequities. Leaders 

increase family engagement through planning evidenced in childcare provided at family/PTO 

events and conferences, flexible conference times (am/pm), and transportation provided to attend 

conferences. Practices in these schools include establishing a Family Resource Center that 

Intentional Self-Reflection & Critical Self-Awareness 
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provides family health care and social services. The school displays authentic care and 

acknowledgment of struggles to meet basic needs through grocery scholarships, weekend 

backpacks, food pantries, and clothing closets. 

Develop Structural Ideology in Staff 

Solutions to adaptive challenges cannot be solved by a leader, but rather the work must 

be given back to the people (Heifetz & Linsky, 2004). School leaders committed to removing 

structural barriers require staff members to participate in equity focused professional 

development so that there is a shared ability to identify and address in and out of school barriers 

stifling student success. Distributive leadership is evident when leaders create school equity 

teams tasked to use data to identify and address (SES, race, culture, disability, etc.) gaps in 

opportunities, achievement, and discipline. Leaders focus on the problem and the people who are 

doing the work (Fowler, 2013). These schools hold all students to high standards and have the 

pedagogical capacity to support student success. 

Create an Equitable School Environment  

School leaders focused on equity work role model investment in building relationships 

with students and families. Leaders should continuously evaluate to what extent norms of the 

White dominant culture are promoted by district policies. Leaders advocate for practices such as 

free or shared school supplies, providing iPads/MacBooks, no or limited homework, and free 

homework support. Leaders implement a no fee or sliding scale policy for activities such as field 

trips and before/after school care. To improve attendance, the school schedule accommodates 

late starts and the building’s budget funds a second round of transportation. In addition, school 

leaders arrange for health services (dental, mental, vision) that impact academic performance to 

be available in school. 
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Discussion 

The application oriented findings of the study are well suited for transferability to school 

settings. As practitioners carefully review potential efforts to address inequities impacting 

students and families experiencing poverty, the complexity of equity work must be 

acknowledged while not being affirmed as an insurmountable barrier.  

Theoretical Challenges 

The historically favored mindset to approach differences as assets versus deficits has 

served some identities better than others. The resources invested in developing educators’ beliefs 

to embrace an asset focused approach has been significant. The investment has resulted in 

progress with a large constituency of educators moving forward on a developmental continuum. 

Yet, this has led to friction or disequilibrium when asked to develop a structural versus 

individualistic ideology. Structural ideology requires educators to identify and address inequities 

inherent in the institution. Pure asset minded folks question the ideology’s focus on what is not 

working and advocate for a focus on what is working well.  

A second challenge encountered during data collection was the pervasive 

(mis)understanding that culturally responsiveness only applied to race/ethnicity. Though the 

verbal and written directions articulated the study’s focus on students and families experiencing 

poverty, multiple participants shared responses related to their schools’ efforts aimed to meet the 

needs of members of a specific race or ethnicity. Similarly, some participants interpreted the 

study as labeling particular races as in poverty. After data collection, the researcher distributed a 

written communication to participants that clarified the assumption errors. 

 The multiple identities (age, race, gender, socioeconomic status, sexual orientation, 

religions/spirituality) that comprise an individual are intricate and entangled. Even within one 
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identity, there is a wide range on how significantly the identity affects a person’s life; Often 

identities of privilege will be perceived as having less of an impact. It seems counterintuitive to 

isolate an identity within a leadership framework. For example, White and Black families 

experiencing poverty may have some shared experiences, but the Black family is more likely to 

also be contending with housing and employment discrimination. 

The next step to inform and refine the Poverty Responsive School Leadership Framework 

will be a series of 1:1 interviews with principals of schools with 40% or greater students 

experiencing poverty, yet overall student achievement on state level exams in the top 5% of 

Minnesota. A secondary study that has stemmed from the Create an Equitable School 

Environment domain focuses on the efforts schools are implementing to address structural 

technology inequities experienced by low socioeconomic students and families. This study is 

especially timely given the COVID pandemic’s impact on education delivery pivoting to 

distance learning and hybrid models. 
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Appendix A 

              Culturally Responsive School Leadership Framework 

Critically Self-Reflects on Leadership Behaviors Develops Culturally Responsive Teachers 

• Is   committed    to   continuous    learning    of   

cultural knowledge and contexts (Gardiner & Enomoto, 

2006) 
• Displays a critical consciousness  on practice in and 

out of school; displays self-reflection (Gooden & 

Dantley, 2012; Johnson, 2006) 
• Uses school data and indicants  to measure CRSL 

(Skrla, Scheurich, Garcia, & Nolly, 2004) 
• Uses   parent/community    voices   to   

measure   cultural responsiveness in schools 

(Ishimaru, 2013; Smyth, 2006) 
• Challenges  Whiteness  and 

hegemonic  epistemologies  in school (Theoharis & 

Haddix, 2011) 

• Using  equity  audits  to  measure  

student  inclusiveness, policy, and practice (Skrla et 

al., 2004) 
• Leading  with courage  (Khalifa, 2011; Nee-Benham, 

Maenette, & Cooper, 1988) 
• Is   a   transformative    leader   for   social   justice   

and inclusion  (Alston, 2005; Gooden, 2005; Gooden & 

O’Doherty, 2015; Shields, 2010) 

•  Developing teacher capacities for cultural 

responsive pedagogy (Ginsberg & Wlodkowski, 2000; Voltz, 

Brazil, & Scott, 2003) 

•  Collaborative walkthroughs (Madhlangobe & 

Gordon, 2012) 

•  Creating culturally responsive PD 

opportunities for teachers (Ginsberg & 

Wlodkowski, 2000; Voltz et al., 2003) 

•  Using school data to see cultural gaps in 

achievement, discipline, enrichment, and 

remedial services (Skrla et al., 2004) 

•  Creating a CRSL team that is charged with 

constantly finding new ways for teachers to be 

culturally responsive (Gardiner & Enomoto, 2006) 

•  Engaging/reforming  the school curriculum to 

become more culturally responsive (Sleeter, 2012; 

Villegas & Lucas, 2002) 

•  Modeling culturally responsive teaching 
(Madhlangobe & Gordon, 2012) 

•  Using culturally responsive assessment tools for students 

(Hopson, 2001; Kea, Campbell- Whatley, & Bratton, 2003) 

Promotes Culturally Responsive School Environment Engaged Students, Parents, and Indigenous Contexts 

• Accepting indigenized, local identities (Khalifa, 2010) 

• Building relationships; reducing anxiety among 

students (Madhlangobe & Gordon, 2012) 

• Modeling CRSL for staff in building interactions 
(Khalifa, 2011; Tillman, 2005) 

• Promoting a vision for an inclusive instructional 

and behavioral practices (Gardiner & Enomoto, 2006; 

Webb- Johnson, 2006; Webb-Johnson & Carter, 2007) 

• If need be, challenging exclusionary policies, 

teachers, and behaviors (Khalifa, 2011; Madhlangobe & 

Gordon, 2012) 

• Acknowledges, values, and uses Indigenous 

cultural and social capital of students (Khalifa, 2010, 

2012) 

• Uses student voice (Antrop-González, 2011; 

Madhlangobe & Gordon, 2012) 

• Using school data to discover and track 

disparities in academic and disciplinary trends 
(Skiba et al., 2002; Skrla et al., 2004; Theoharis, 2007) 

•  Developing meaningful, positive relationships 

with community (Gardiner & Enomoto, 2006; Johnson, 2006; 

Walker, 2001) 

•  Is a servant leader, as public intellectual  and 

other roles (Alston, 2005; Gooden, 2005; Johnson, 2006) 

•  Finding overlapping spaces for school and 

community (Cooper, 2009; Ishimaru, 2013; Khalifa, 2012) 

•  Serving as advocate and social activist for 

community- based causes in both the school and 

neighborhood community (Capper, Hafner, & Keyes, 

2002; Gooden, 2005; Johnson, 2006; Khalifa, 2012) 

•  Uses the community as an informative space 

from which to develop positive understandings of 

students and families (Gardiner & Enomoto, 2006) 

•  Resists deficit images of students and families 
(Davis, 2002; Flessa, 2009) 

•  Nurturing/caring for others; sharing information 
(Gooden, 2005; Madhlangobe & Gordon, 2012) 

•  Connecting directly with students (Gooden, 2005; 

Khalifa, 2012; Lomotey, 1993) 
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Abstract 

 
Measurements in academic programs consist often of rubrics, grades, and student perception of the class design or of 
the faculty performance, but rarely do we see measurements regarding how a student perceives their learning in a 
class. In this study, we examined a pre and post assessment to measure student’s perceptions of learning based on 
the learning objectives of a graduate finance class.  
 
The aim of this research is to examine if age and gender has an impact on a student’s learning ability. The pre and 
post assessment was administered to 110 females and 106 males within the age range of 20 - 59 over the course of 
three years to determine significant improvements in students’ perceptions of their learning.  The pre and post 
assessment used was comprised of 10 questions and were rated on a Likert Scale, ranging from 1 – 5 (from strongly 
agree to strongly disagree).  
 
The results of the pre and post assessments were then analyzed to test for significant movement using a t-test Paired 
Two Sample for Means testing approach, which was found to be the best form of statistical analysis to be able to 
compare the means from the pre-assessment to the post-assessment of the class. The main findings of the study 
indicate that age is a predictor of significant movement in females, specifically in the 20 – 29 age range. 
Additionally, the study has uncovered that males tend to rate themselves higher in a pre-assessment than females, 
across all age groups.  
 
 
Keywords: assessments, student’s learning ability, non-accounting students, graduate finance class 

 
1. Introduction 
 
To determine the effectiveness of an Accounting and Finance course in the Information Technology and 
Administrative Management (ITAM) graduate program at Central Washington University (CWU) research has been 
conducted over the course of three years. This is important to understand because accounting and finance topics 
have been found to be one of the most feared courses among MBA students. Different from an MBA program, 
ITAM graduate students are typically not pursuing a career in finance and accounting but the fear is still prevalent, 
nonetheless. According to research done by Lois, et al. (2017), students who were not accounting majors were not as 
positive about the design of an accounting information systems class compared to students who were pursuing a 
career in accounting and finance. The research is being conducted to be able to determine if course content and 
delivery need to be catered differently based on age and gender. 
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1.1 Perceptions of Finance and Accounting Courses 

 
There are a myriad of studies that indicate students that are pursuing a master’s degree suffer from anxiety over the 
fear of the topic of finance and accounting (Tarun & Krueger, 2016). In fact, the first accounting anxiety rating scale 
(AARS) was developed and administered to students at the largest business university in New England (Malgwi, 
2011), which was a spin off to a computer anxiety rating (CARS) scale developed in 2002 by Broome and Havelka 
(2002). Malgwi (2011) examined students’ fears of accounting based on four variables; academic major, degree 
level, work experience, and gender and revealed there were significant different across all four variables.  
 
In his study, Malgwi (2011) examined students across 14 majors, with most of those majors being in finance, 
accounting, mathematics, or economics. Contrary to Malgwi’s (2011) study, the degrees offered in the MS-ITAM 
graduate program are based on four specializations; administrative management, cybersecurity, data analytics, and 
information technology, and virtually none of the student’s pursuing a master’s degree in the ITAM department is 
seeking a career in that field. In either situation, a Finance & Accounting course was part of the core curriculum in 
both scenarios.  
 
1.2 Gender Perceptions of Finance & Accounting Courses 
 
In another study by Malgwi (2006), he examines the levels of students’ interest in a required accounting course, 
regardless of discipline. He found that through a pre examination, males and females perceived the course as very 
important or important and the level of interest prior to the course beginning had no significant movement in males 
and females either showing interest or lack thereof in the course. However, the post assessment results showed a 
signficant difference between males and females level of interest, with males showing a greater interest at the end of 
the course. Another significant difference between males and females in Malgwi’s (2006) study is the confidence 
level between genders; with males having more confidence in doing well than females.  
 
Furthermore, research by Okafor and Egbon (2011) found no signficant differences between male’s and female’s 
academic performance, although, males did earn a higher grade than females. Other research has also determined 
that there are no significant differences in gender and age in accounting courses (Barhamzaid & Alleyne, 2018). 
 
In other literature, Fonseca et al. (2012) claim that the differences in gender and financial literacy are not correlated 
based on gender, rather, it is how literacy is produced. The researchers have found that financial literacy differs in 
males and females based on the amount of education one has received over the other. They go on to claim that 
because females have shorter work spans and lower earnings, this places females at a higher risk of having financial 
problems over males (2012). To summarize these findings, all the literature reveals there is no significance between 
males and females in their learning ability, even though males performed better than females. 
 
1.3 Age & Academic Success 
 
Another success factor that has been attributed to student’s academic performance is emotional intelligence (EI) 
(Berenson, et al. 2008). The researchers have discovered that emotional intelligence is significantly correlated with 
age and the older a student, the EI, which is a predicter of success in college students (2008). Furthermore, 
according to the University of Washington Graduate School, “Older students can be more focused and aware of their 
goals for graduate school than their younger colleagues. Their maturity is an asset…” (UW School, 2020). 
 
1.4 Self-Assessments and Learner Outcomes 
 
Classroom assessment techniques that are used to evaluate the progress of students have been widely used since the 
1980’s and some have noted that it improves student’s learning (Simpson-Beck, 2011). Additionally, research 
conducted by Sharma et al. (2016) revealed the self-assessments can potentially increase interest and motivation of 
students, which can lead to increased learning and better academic performance (Sharma, et al., 2016). The authors 
also discovered that if incentives were offered to complete self-assessments, such as extra credit, students tended to 
rank themselves higher, in which grades were not aligned with teachers’ perceptions. (Sharma, et al., 2016). In our 
study, self-assessments were inclusive of extra credit or grades. t has been found that when there is no grade 
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associated with self-assessments, student’s learning does improve and the expectations of the improvement are 
aligned between students and professors (Andrade, 2019). 
 
1.5 Other Determinants of Improved Academic Performance 
 
There are various success factors that have been attributed to the academic performance of students based on self-
assessments, which were broken down into two factors; personal and institutional factors. Personal factors that have 
contributed toward positive academic performance included self-efficacy, social support, and low family stress. 
Institutional factors that have contributed toward positive academic performance included teacher qualification, 
class size, technology use in the classroom, mentoring, and the academic environment itself to include institution, 
mentorship, class size, and technology use in the classroom (Hadi & Muhammad, 2019).  
 
2. Methodology 
 
Data from pre and post assessments were administered to students from 2017 – 2020 academic year to determine if 
age and gender has a significant influence on students’ perceptions on (1) their baseline of knowledge in finance and 
accounting based on the learner outcomes of the course and (2) to determine if age and gender made significant 
improvements on students’ perceptions of learner outcomes once the course has been completed.   
 
The pre and post assessments were administered to students in a finance and accounting course at Central 
Washington University (CWU) in the Information Technology and Administrative Management (ITAM) graduate 
program, which is a required core course in the program that every student must complete  The pre and post 
assessments asked students 10 questions that were related to the learning outcomes of the course. The 10 questions 
were asked at the beginning of the course and at the end of the course and all questions and were developed to have 
students rank themselves on their finance and accounting knowledge on a 5-point Likert scale (5 = completely agree, 
1 = completely disagree). The course lasted 10 weeks. To determine significant differences or commonalities on age 
and gender, additional data was collected on each student that consisted of gender, age, instruction mode, instructor, 
and academic quarter. 
 
2.1 Population 
 
The sample population existed of 216 students in the ITAM graduate program within the age range of 20 - 59 over 
the course of three years (2017 – 2020). The breakdown of the population is depicted in table 2. The female sample 
population consisted of 110 females, within the follow age brackets: 
 
Table 1 

 
Female and Male Population and Age Range During 2017 – 2020 Academic Years 

 
 

 
 
 

The age group 40-49 and 50-59 are grouped together to create a larger category. The sample population consists of 
synchronous, asynchronous, and in-person classes taught by three different instructors. Furthermore, expanding on 
Bloom’s Taxonomy, researchers introduced other verbs to asses learning outcomes (Diab & Sartawi, 2017). Using a 
combination of Bloom’s Taxonomy and Learner Outcome Statements, the questions posed to students in the study 
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were categorized into two groups; Comprehension and Application. Comprehension are questions that were posed 
with “I understand…” and Application questions encompassed “I am able to…”. There were six questions that fall 
under comprehension and four that fall under performing. Table 3 depicts the 10 questions that were asked on the 
pre and post assessments and comprehension and performing questions are labelled with a “C” for comprehension 
and “A” for application type questions. The assessment included 10 statements about the concepts of the course 
(Table 2): 
 
Table 2 
 
Assessment (5 = completely agree, 1 = completely disagree). Categorical classification (C = comprehension, A = 
Application). 
 

 

3. Results 
 
Each response per student was paired and then names removed from the assessment. In order to test the significance 
of the results, the researchers placed each question results in the Excel Data Analyzer using the t-Test: Paired Two 
Sample for Means. The significant increase in scores is aligned with research by Peters et al. (2017) that showed 
positive effects on financial outcomes including grades, and increased intentions for students to partake in more 
math-intensive courses (2017). 
 
4. Hypotheses 
 
Based on the literature review, the hypotheses about the data are:   
 
H0 – There is no statistically significant differences in the means at an alpha of 0.05 between males and females. 
H1 – There are statistically significant differences in the means at an alpha of 0.05 between males and females.  
Results for this pair of hypotheses are listed in Table 3. 
 
H0 – There is no statistically significant differences in the means at an alpha of 0.05 between males and females 
among three age groups (20-29, 30-39, and 40-59).  
H1 – There are statistically significant differences in the means at an alpha of 0.05 between males and females 
among three age groups (20-29, 30-39, and 40-59) 
Results for these hypotheses pairs are in Table 4, Table 5, and Table 6. 
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Table 3 
Results of the Statistical Test – Gender 

 

Overall, for women and men, the results of the comparison are that there was significant movement in student 
perception of their learning in the class. 

Table 4 
Results of the Statistical Test – Gender – Ages 20 – 29 

 

Overall, for women and men, in the 20-29 age group, these results showed the most significant movement out of all 
the age groups. 

  



6 
 

Table 5 
Results of the Statistical Test – Gender – Ages 30 – 39 

 

In this age bracket of 30-39, men and women moved significantly in their perception of their learning; however, it 
was not as strong as the 20-29 age bracket. 

Table 6 
Results of the Statistical Test – Gender – Ages 40 – 59 

 

Based on the findings, we accept the hypotheses, except for a significantly statistical difference on question one 
between the ages of 40 – 59, were there was no significantly statistical difference for females. In this age group, the 
women had held executive roles where they had experience in finance and accounting tasks in their roles. 

5. Other Notable Findings 
 
While they hypotheses were accepted, there were other finding that are worth noting. 
 
 

• Across all the questions, females ranked themselves higher at the pre-assessment for only one question: Q1 
(I understand how decisions I make impact financials). This is contrary to research that states females have 
more risk of financial problems due to living longer than males, having shorter work tenure, and lower 
earnings (Fonseca, et al. 2012). 

 
• Across all the questions, females ranked themselves higher at the post-assessment for only one question 

and tied with males for one question: Q1 (I understand how decisions I make impact financials) and Q2 (I 
understand how to analyse cash flow). This could be attributed to Malgwi’s (2006) study that revealed 
females have lower confidence levels than males in accounting and finance courses. 

 
• Among all the female age groups, females between the ages of 40 – 59 had the least significant movement 

from pre and post assessments on all questions, which is in line with the findings of older individuals 
having higher EI, which leads to better outcomes in the classroom setting (Berenson, et al. 2008).  

 
• Females between the ages of 20 – 29 had the most significant movement of all female age groups for all 

questions except for two questions: Q5 (I understand return on investment, payback, and internal rate of 
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return) and Q6 (I understand financial terminology). Once again, this could be attributed to EI, where it has 
been found that older females have a higher level of EI than younger females (Berenson, et al. 2008). 

 
• Aligned with the results of the questions, females ranked themselves higher on one comprehensive question 

on the pre-assessment on Q1. Males ranked themselves higher on all other comprehensive questions for the 
pre-assessment. This could be attributed to three factors; (1) males tend to have more confidence entering 
an accounting and finance class (Malgwi, 2011), (2) males earn higher grades than females in accounting 
and finance classes (Okafor & Egbon, 2011), and (3) males are considered to be more financially literate 
(Fonseca, et al. 2012). 

 
• Females ranked themselves higher on only one comprehensive question on the post-assessment (Q1) and 

the results for comprehensive questions resulted in a tie on Q2. Otherwise, males ranked themselves higher 
on the remaining four comprehensive questions. 

 
• For the application questions, Q4, Q8, Q9, and Q10, males ranked themselves higher on all four questions 

in pre and post assessments over females. 
 

• Within each age group of females, those between the ages of 20 – 29 ranked themselves lower on the 
following comprehensive questions: Q1, Q2, and Q7. Questions Q3, Q5, and Q6, females between the ages 
of 30 -39 ranked themselves lower on comprehensive questions. 

 
• Within each age group of females, females between the ages of 20 – 29 ranked themselves higher on the 

post assessment on all comprehensive questions, which is line with that age group having the most 
significant movement. 

 
• Within each age group of females, those between the ages of 20 – 29 ranked themselves lower on the 

following application questions: Q4, Q8, Q10 – Q9 resulted in a tie between 20 – 29-year-old females and 
30 – 39-year-old females. 

 
• Within each age group of females, those between the ages of 20 – 29 ranked themselves higher on the post 

assessment on all application questions, which is line with that age group having the most significant 
movement. 

 
 
LIMITATIONS 
 
There are limitations to the study beginning with the small sample size (n = 206) and the population comes from one 
university located in eastern Washington and may not be representative of other universities offering graduate 
courses that have a finance and accounting course as part of the core curriculum. The second limitation is that the 
population is comprised of different teaching modalities; synchronous, asynchronous, and in-person, which could 
potentially impact assessment scores. Third, the courses were taught by three different instructors, which again, 
could have an impact on assessments. Fourth, the pre and post assessments were based on student’s perceptions and 
not actual grades. It is possible that the perception of students’ financial literacy attainment was higher than the 
actual grade received. Fifth, students filled out the pre and post assessments and received grades for doing so, which 
could have caused students to inflate their responses since it has been found that when there is no grade associated 
with self-assessments, student’s learning does improve and the expectations of the improvement are aligned between 
students and professors (Andrade, 2019).  Sixth, students may have perceived the pre and post assessment to 
improve teacher’s effectiveness and it has been found that some students have no interest in participating in such 
assessments (Tarun & Krueger, 2016). When students must participate in assessments, as was the case in this study, 
it has found that responses can be unfair and inaccurate based on the type of evaluation (multiple choice, exam), 
interest in subject matter, and class size, which can lead to less reliability and validity of the responses (2016). 
 
CONCLUSION 

 



8 
 

In this study, the more interesting result was the breakdown of age in the analysis. Younger graduate students have 
never had any financial expectations in work roles. As you age, and move up the ladder in organizations, a graduate 
student could have exposure to these kinds of financial expectations in their work roles. What was surprising in the 
research is that women showed a non-significant movement in the age range of 40-59.  
 
In the ITAM graduate programs, finance and accounting is a core class. Thus, every student does take the course 
regardless of their specialization. This is an important distinction if any college or university desires to conduct a 
similar study. Obviously, our students do not become accounting professionals or furthering an accounting career 
with our programs. ITAM has specializations in Information Technology, including Data Analytics, IT 
Management, Administrative Management, and Cybersecurity.  
 
NEXT STEPS 
 
Next steps could include reformulating the questions to be more in alignment with the AARS designed by Malgwi 
(2011) to determine if anxiety plays a role in males rating themselves higher than females. Rephrasing the pre and 
post assessment questions may lead to further findings.  

Additionally, breaking out the information by instruction type may shed light on differences in learning abilities. 
There could be a difference between a fully online class, versus a class that has a virtual face-to-face component, or 
a 100% in the physical classroom arrangement. The course, however, in the ITAM graduate curriculum is designed 
in the same way. One other thing that is NOT included right now is the version of this class that exists in the ITAM 
competency based graduate program. Largely, that is due to figuring out the mechanism on HOW to order the 
assessments within that curriculum design. 

Finally, obtaining information on specific work roles and finance expectations in those roles will help the research to 
solidify which variable carries the most weight in a graduate student’s life situation to help them embrace the 
importance of learning finance and accounting for their career. This can include possibly giving us specific tasks 
that the students have had exposure to in the finance and accounting world, such as if they have had some 
experience with budgeting or return on investment analyses. This may lead us to creating learning tracks within the 
class depending on a student’s previous work experience background. 
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Entrance to 
curiosity

Design educators in higher education can create an atmosphere that 
encourages students to venture outside of the comfort of the familiar. 
This presentation will demonstrate the methods from Kenya Hara’s 
book Ex-Formation within the context of Capitol Reef National Park in 
Utah. The unique approaches and solutions produced by the students 
exhibit a transcendence from the banal. 
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The Capitol Reef Field Station, in partnership with 
Capitol Reef National Park, promotes and supports 
engaged learning, research, scholarly, and creative 
activities, and environmental ethics through the 
exploration of the Colorado Plateau. At the Capitol 
Reef Field Station professor Ben Evjen led a student 
group that investigated graphic design through the 
methodologies of Kenya Hara, a design educator at 
the Musashino Art University in Kodaira, Japan. In 
his book, Ex-formation, Hara speaks of fostering an 
environment that causes the student to create based 
on what they do not know, rather than languishing 
in the comfort of the familiar. The Capitol Reef 
Field Station provided an “entrance to curiosity” 
as Hara states, setting the student in an unfamiliar 
place to discover their surroundings anew. Through 
observation and personal interpretation, the students 
responded to themes given each day in this new 
environment. These themes were two competing 
words inspired by the context of the national park. 
For instance, day one began with “layers/flat.” Each 
student was instructed to interpret and visually 
communicate these ideas on their own. 

 Students were encouraged explore the 
boundaries of art and expression to garner personal 
curiosity. By using elements and media that were 
unfamiliar they were stretched to discover the 
ways in which their idiosyncratic approaches 
created unique and compelling solutions. Individual 
interpretations took students into new areas of 
realization and invention that were made possible by 
the context and experiences within the national park. 
This student led, faculty driven intensive culminated 
in a final printed publication that showcases 
process, formal explorations and finished graphic 
manifestations. The thinking the students engaged 
in to create these works demonstrates how these 
methods pushed unique creative thinking. By 
encouraging the students to venture into unknown 
territory, they make discoveries about their creative 
voice. They break through the confines of familiarity, 
getting comfortable with discomfort and responding 
enthusiastically to complex communication problems.
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I will begin the workshop presentation with a short but comprehensive introduction about myself 
and the work I do at 829 Studios. 829 Studios is a marketing agency in Boston, MA which I 
helped co-found starting in 2007. Since then, we have grown exponentially. Our clients include a 
wide range of educational institutions to museums to camps. After I conclude the introduction, I 
will dive into the topic of the session: Measuring the ROI of your Marketing Strategies. Please 
see the summary below which briefly illustrates what will be discussed in the session. 
 
There is a myriad of different ways to market your business and all of them require time and 
money. In this session, we will review data from dozens of companies, including educational 
institutions and programs, to determine where exactly you should be aligning your resources. 
Using these successful organizations as our guide, we’ll analyze their approach to marketing 
online and identify a few of the most effective marketing strategies. Perhaps most importantly, 
we’ll have this discussion within the context of a marketing plan, so you’ll be able to take home a 
comprehensive framework for use with your business. 
 
With the vast number and widely different clients 829 houses, I will use case studies to give the 
audience tangible examples of how using a variety of concrete marketing strategies boosts your 
in-house ROI. These strategies include but are not limited to: 
1. Aligning with your team on any reimagined core objectives and determining an action plan. 
2. Implementing auto-bidding solutions & keyword coverage to capture real-time demand, and 
or running consumer surveys, leveraging creative consultations and resources. 
3. Testing creative through video experiments. 
4. Assessing your current account structure and aligning it to Google Search best practices; 
complete outstanding tagging and improving audience lists. 
 
Although these strategies may seem daunting, they are a solid framework that you can use to 
evaluate traditional and digital marketing and their performance for your business. The case 
studies I will present will highlight just how valuable implementing new tactics are and how they 
can transform your program. That being said, as the case studies will prove, online marketing 
strategies generally have the best ROI. Not only is it imperative to implement them but a team 
needs to use metrics, in order to track and analyze the success of your business’ performance. 
 
I will express as the session goes just how imperative monitoring marketing implementations is. 
Supply and demand change how each strategy should be carried out. It is important for any and 
all educational institutions to successfully navigate fluctuations in consumer demand. A team 

mailto:peterross@829llc.com
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must adjust goals to balance volume and efficiency. COVID-19 has drastically changed how the 
educational spectrum markets and many schools and programs have found themselves having to 
adjust their messaging to capture emerging demand and “new normal” behaviors. Having that 
capability to adjust and meet your customer where they are is extremely important. 
 
As I close the workshop session, I will offer a period of time for Q&A. Audience members will 
have an opportunity to share questions, concerns, or ask for clarification. I hope to provide this 
space for any and all persons to process and dive deeper into the presentation they just heard. 
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Providing Healthy Support for College Students 

This paper speaks to the importance of social support for college students. It begins by 

presenting findings from interviews with nine adult women who had previously been in the sex 

industry. Commercial sex workers are often dehumanized and stigmatized, with people looking 

only at their current activities rather than the life path that brought them to this point. In hearing 

the voices of the women, it becomes easier to view them as people, rather than just sex workers. 

We see the life events which have led them down this path. 

Typically, when discussing this research, the audience may not immediately understand 

how it relates to the role of instructors serving college students. This is understandable because 

the study was not intentionally intended to transfer to this environment. However, many of the 

participants’ statements mirrored stories shared by college students. Professors frequently 

receive emergency messages from students. Part of building meaningful relationships with 

students is being empathetic to their stories and supporting their needs so that they can be 

successful within the learning environment. At the conclusion of this paper, intentional efforts 

for building empathy and support by instructors will be discussed.  

Research Study 

For the research study, the interview prompts were as follows: 

Tell me a little bit about your childhood. 

Tell me about your relationship with your peers. 

Tell me about your time in the sex industry. 

What do you think was the most significant factor to your entering the sex industry? 

At what point did you realize that you did not want to be in the situation, but you did not 

know how to get out?  



Interviews with nine women were recorded and transcribed, then coded to look for 

themes. NVivo was used to store and manage data. Interview recordings were transferred to 

NVivo, and transcriptions were typed directly into the program. When creating categories, the 

information is placed in a node. The researcher is able to store the information in a hierarchal 

manner by creating a parent node, child node, grandchild node, etc. There were three parent 

nodes for this study: childhood, entering the sex industry, and exiting the sex industry. Under 

each parent node, the information developed into three child nodes: what is happening, what 

actions they take, and what happens next.  

Childhood 

When the participants were children, they lived with many negative or risk factors and 

very few protective or favorable factors. Of all childhood events mentioned, only 39 were 

positive. The positive factors presented were (1) buffering adults; (2) finding acceptance in 

school, sports, and peers; and (3) having their physical needs met. Three participants spoke of 

buffering adults. In each case, the adults provided some means of help either through emotional 

stability or food and shelter. Out of the 39 positive statements coded, buffering adults held 21 

references which comprised 54% of the positive factors mentioned.  

Positive factors were often interlaced with negative memories. For instance, Rebecca 

recalls that she was thought of as the smart and funny girl. She was well liked by different 

cliques at school, but she was “a different person with everybody without realizing that I was a 

different person.” Depending on what group she was with at the moment, her personality 

changed to fit that group. No one knew that Rebecca struggled with depression, holding a gun to 

her head in the seventh grade. She was viewed as the “happy one,” but she admits that she 

remembers being truly happy only one time as a child, when she received a bike at age seven.  



In contrast to the 39 mentioned positive factors of childhood, 172 statements (82% of the 

total childhood references) are included in the category of negative factors in childhood. There 

were four main ideas in this category: (1) endangered with lack of protection and guidance; (2) 

problems with school, peers, and behavior; (3) parental mental health disorders; and (4) transient 

household.  

The participants spoke of being sexually abused, unwanted, unloved, and neglected. 

“[My mom] never loved us” and “I was lonely.” The women discussed parents who did not want 

them, did not provide for their physical needs, and were emotionally unavailable. Two 

participants spoke of being affected by the murder of someone close to them. They spoke of 

being blamed or belittled by parental figures. There was a consistent pattern of the child moving 

homes or going back and forth between residences. Each participant spoke of their movements in 

a negative light. Three women also spoke of men coming and going in their homes.  

The participants said that their mothers brought boyfriends or husbands into the home, 

and these males molested them. Their stories portrayed the idea that at least one of the parental 

figures in their lives felt unsafe, and other parental figures refused to protect or guide their 

children. Six women spoke of drug abuse by adults in the home. When the parents were using 

drugs, they were unable to care for the children, lashed out violently, or “acted like fools.” The 

participants expressed feelings of abandonment and bitterness. The parents’ mental health 

disorders not only led to some of the abuse and neglect, they also interfered with guidance 

issues.  

To deal with these issues, the participants sought attention through sexual and peer 

relationships. Six participants spoke of doing things that helped them escape, either physically or 



mentally. They discussed events such as fixating on boys, going to live with another parent or 

family, and thoughts of suicide.  

The participants spoke of rebelling by sneaking out, hanging out with the wrong crowd, 

lying to parents, having sex, and doing drugs. The desire for autonomy meant that most 

participants left home before the age of 18. Several ran away and were taken in by others. One 

got her own apartment, one got married at 17, and one was emancipated at the age of 16.  

After discussing the events of their childhood and how they reacted to those 

circumstances, they talked about what happened next in their lives. The women spoke of being 

taken advantage of and being offered drugs. The main theme discussed was exploitation. Eight 

participants spoke of having children or experiencing a form of exploitation while they were still 

minors.  

Entering the Sex Industry 

As with the topic of childhood, when the participants spoke of their time in the sex 

industry, it was divided into three categories: What is happening, what actions do they take, and 

what happened next. All nine participants discussed relationships that were unhealthy and 

harmful. They were aware that things were not right in those relationships, but at the time, they 

lacked the desire or ability to sever them. Due to a lack of protection and guidance in childhood, 

they were not clear about what healthy relationships entailed. Those relationships contributed to 

their entering into commercial sexual exploitation, remaining in the industry, or re-entering after 

attempting to leave.  

They spoke of addictions to drugs and money. One participant described it as being 

brainwashed. In referring to her pimp, she said:  

[I tried to leave] many times. I would go cry and try to leave. He threatened me and told 
me different stuff. I called my mom one time. She told me to come home, and she kept 



saying where are you? And he told me that if I ever told or someone came, that he would 
kill my family. And you know, how they bluff you? They had me brainwashed.  
 

The participants spoke of needing to provide for their children. They made no mention of 

available support from their families, and the fathers of the children did not contribute enough or 

any child support. The women indicated a feeling of desperation. They needed to provide for 

themselves and their children and felt that they had few options. It became necessary to 

somehow earn money without having a proper education, the backing of extended family, or the 

father’s support. Overwhelmed by the difficulties they faced with having to provide for their 

children and navigate through addictions and unhealthy relationships, the participants tried to 

meet their needs through conventional work.  

In the end, the conventional jobs could not offset the difficulties they were facing. Taylor 

remembered “I was working really hard and was not getting anywhere.” Of the seven 

participants who spoke of attempting conventional work, only two stated that they needed more 

money for drugs. The remaining five women talked about the difficulties of providing for 

themselves and their children with low-wage employment.  

Regardless of the path, the participants found that sex work took care of the 

overwhelming issues they were facing. It provided the money needed to meet addictions and 

provide for their families. Although they entered the industry at different ages and under 

different circumstances, commercial sex work temporarily solved the combination of providing 

for needs while equipped with limited resources. 

The participants cited both positive and negative elements about their time in the sex 

industry. Interestingly, more positive references (67) than negative references (35) were made in 

this category. Entering the sex industry solved some of their problems at this point, and that felt 

liberating. They spoke of enjoying a sense of control, liking the attention, and feeling desirable. 



They made enough money to provide for their children, addictions, and some luxuries (such as 

shampoo and conditioner) they had never experienced.  

Several negative attributes were also discussed in reference to each woman’s time in the 

sex industry. Four women spent time in prison for offenses of stealing, drug use, and 

prostitution. Three women discussed having negative views of men and sex. In reference to how 

she feels about men, Taylor said, “I don’t trust em.” A third negative aspect was brought up by 

CC, whose years of drug use began to take a heavy toll on her body. Her body could not process 

the synthetic narcotics her pimp introduced her to, and CC was diagnosed with kidney failure. 

CC received a liver transplant, but her body rejected the new organ. She’s been on dialysis for 

the past 20 years and gets around by use of a scooter.  

Exiting the Sex Industry 

Some participants tried to leave several times but eventually made their way back. Those 

attempts are not discussed here; rather, they are included while the participant is still in the 

industry. As with the previous time frames, exiting the sex industry was broken into three pieces: 

what was happening, how the participants responded, and what happened next. 

The women spoke of several factors that pushed them to the breaking point. Three 

discussed violent attacks against them. Four women mentioned feeling trapped. Participants 

spoke of feelings of disgust, guilt, and loneliness. Rebecca’s regular clients brought her gifts. 

While in the beginning, she felt as though she was chosen, she began to experience guilt at being 

with married men. She became lonely. She said, “Even though I was chosen and somebody was 

willing to spend that much money on me, they always left and went back to someone else. That’s 

what it felt like to me. I’m good enough for this, but I’m not good enough to be loved for a long 

period of time.” 



To make their final exit, the participants relied on two main things: creating a new path 

for themselves and receiving help. Farrah knew that she could not leave while she was still tied 

to friends who used drugs. She needed “abstinence from drugs and alcohol and new friends.” She 

found both by attending Alcoholics Anonymous (AA). Taylor signed up for college. Rebecca, 

whose clients came to the home, stopped cleaning her residence and changed her phone number. 

She asked her doctor to change her depression and anxiety medications to ones that would be 

more effective. All the participants received help from Hope is Here, an organization dedicated 

to assisting women who want to leave the sex industry. Farrah related calling the organization 

from the pay phone at the strip club. “I said, I’ll finish the weekend and be done. And [the person 

on the phone] said, you can walk out right now. So, I just turned around and told everybody 

bye.” 

The participants spoke of many different things that have happened since receiving help 

and exiting the sex industry. The women continually deal with difficult emotions that emerge 

from prior hurts or decisions they have made in the past, but they are finding peace and learning 

more about themselves. Many participants spoke of the benefits of counseling sessions through 

Hope is Here. They received financial help to bridge their exit. They are seeing life clearly and 

learning how to be in healthy relationships. Monica, who had learned to rely on herself, said, “I 

came to [Hope is Here] to see if it was the real deal. If something out there really truly existed 

that I could literally not go back and never have to go back was the ideal. I don’t know what 

would have happened if I hadn’t of done this.”  

Core Category 

The core category of this study has been identified as “Overwhelming Issues, Limited 

Resources, Hollow Solutions.” This concept represents the action-interaction shared by 



commercial sex workers in discussing factors that led to their exploitation. The participants had 

pressing needs, which required immediate attention. The issues included escaping abuse, feeding 

addictions, and providing for children. With limited resources, due to both lack of guidance in 

childhood and environmental constraints, the women chose options that provided immediate, 

although temporary, reprieve. Those solutions, including drug use, seeking attention from 

unhealthy peer groups, and sex work, provided temporary rescue and later became more 

overwhelming situations from which they needed escape. The cycle began anew.  

In CC’s life, we see the cycle begin when she mentioned the overwhelming desire for 

attention. Her home life did not offer that attention. She solved this by running away and was 

taken in by a boyfriend who quickly turned to a pimp. Her next need was that the pimp had 

introduced her to narcotics and she quickly became addicted. She was limited in that she couldn’t 

afford the drugs, so she began sex work. The sex work became the next overwhelming need. She 

wanted to leave but said she had been brainwashed and lived in fear of her pimp. When she met 

another man, he seemed to save her from the situation, but that was not a solid solution, and 

when that man was unfaithful, she numbed the pain with drugs, which meant that she had to 

prostitute for money. 

We can also see the cycle clearly in Monica’s life. She had an overwhelming need to be 

cared for, but neither parent stepped into that role. She escaped this issue with drugs and sex. The 

drugs and sex led to her next overwhelming issue of being a young, single mother. She had an 

eighth-grade education, and she said that her options were working day and night at a fast food 

restaurant while someone else raised her children, or go to a strip club for a few hours a day and 

raise her own children. Her solution was the strip club, but it became the next issue to be solved. 



She had no support system, but heard about Hope is Here, and went to see if someone would 

actually help her. She was skeptical because she’d never had a solid means of support.  

The chain broke when two things happened. First, the participants were provided with 

support from friends, counselors, and Hope is Here. Second, they walked through a lengthy 

program, which provided a supported solution. Short-term decisions were seen in conjunction 

with long term goals. 

Connections to the Collegiate World 

The majority of college students have not been prostituted, but many of them come from 

crisis. When speaking of her childhood, one of the participants stated, “There wasn’t anyone who 

loved me.” Her mother kicked her out when she was six years old, and the only person to take 

her in was a pimp.  

At the beginning of this study, the researcher was interested to see when her life 

trajectory and the women’s trajectories would veer off from one another. She went in to it 

thinking they had started on the same path, and something had bumped the participants off the 

researcher’s path. But what she found was they started on different paths. They were never 

headed in the same direction, until adulthood, when something bumped them off their paths and 

into the researcher’s world.  

Their backgrounds might shock their instructors. They do not and have never had a solid 

support system. They are in college to break this cycle and change not only their life trajectories, 

but also the paths of their children. Earlier, the idea was presented that commercial sex workers 

are often dehumanized and stigmatized, with people looking only at their current activities rather 

than the life path that brought them to this point. In the same way, when faced with a student in 



crisis, instructors should not take into account just their current activities, but rather the trajectory 

of life events that have taken them down this path.  

Instructors see many student cries for help. They are in crisis, having to move again, 

without internet, or leaving an abusive relationship. They can’t get the assignments in on time 

because their child is sick and there’s no one else to care for them. The crises seem to swell into 

unbelievable accounts, but when one lives in crisis, chaos may be the norm.  

Some students are undereducated. They use slang and texting language in their papers or 

address the professor as “Hey.” They submit incorrect documents. The instructor can either 

become frustrated with these students or remember Mary Margaret, who was being prostituted 

beginning in elementary school. Under these circumstances, she was unable to focus on 

education. 

Instructors also have students who are silent. They seem to disappear, and outreach 

emails and calls go unanswered. Instructors should be mindful that many people in crisis have 

learned no one will support them. They have been let down and taken advantage of time and 

again. They have been habituated into thinking that they must do everything completely on their 

own. These students have entered college looking for a stable solution, and the instructor needs 

to be a resource.  

Implications 

These ideas were identified in the findings of the research and then transferred over to 

work with the general population at the university. Overall, the student population of the 

University of Arizona Global Campus (UAGC) is comprised of typically marginalized students, 

which includes 55% first generation college students. The researchers found that the stories told 

by the participants helped to understand that every student has a story to tell. These stories may 



vary widely, from being a victim of the sex trade to simply being an over-worked and over-tired 

single parent. Some stories may be closer to the experiences of the instructors, but they are all 

worthy of empathy.   

With these findings, the researchers encourage faculty to be more understanding of the 

needs of the students. There are situations in which the students truly are doing all they can, 

often prioritizing the most important tasks for themselves and their families at that very moment. 

Extra support offered by the instructor can go a long way in helping the students meet their 

goals. The findings have also encouraged faculty to give the benefit of the doubt to students. 

While expectations are still clearly communicated, there is flexibility in knowing that perhaps the 

students are doing the best they can in any particular moment. The findings incite instructors to 

get to know and understand their students, looking for clues in their posts to better understand 

who they are, where they are coming from, and how to best support their needs.  

One instructor provided specific ways this research translates to her teaching: 

I have become much more flexible with my students when it comes to submitting work. I 
used to have a very strict late policy that I adhered to. Now, I am more willing to grant 
extensions and work with my students to help them successfully complete assignments. I 
make sure to put clear guidelines in place for any flexibility offered so that I can still 
meet my teaching requirements. I find myself reaching out to my students more to check 
in, make sure everything is okay, or offer an extension or help with completing an 
assignment. This goes back to giving my students the benefit of the doubt and knowing 
that they may not know how to ask for help or may be embarrassed to do so. If I reach 
out first, then it breaks down the walls of insecurity and lets them know I am here and it’s 
okay to say they don’t know or need help. 

 
Instructors can also serve as resources for their students by being very targeted with their 

feedback. Written feedback can often be overwhelming for students, and constructive criticism 

can be inferred by students as their work not being “good enough.” The intended benefit of 

providing feedback, which is to improve student work and highlight strengths, might be 

overlooked. With the stories of the research participants in mind, the researchers have adjusted 



feedback to be targeted and accompanied by resources. For example, if a student is struggling 

with their writing, rather than pointing out a litany of issues, instructors might target one or two 

main points. By narrowing down the focus to just the most salient of issues, students can focus 

their attention on those items and work to see improvement. The feedback can also direct the 

student toward additional support, such as working with a writing tutor. UAGC offers 24/7 

writing help, but the sessions are short. By supplying the student with targeted elements to work 

on, the tutor will know what to focus on during their session. Another way to serve as a resource 

for students is by providing next steps for students when offering constructive criticism. 

Generally, UAGC students struggle with grammar and writing conventions, and the instructor 

may provide feedback on things such as subject verb agreement frequently. Rather than just 

pointing out these issues, instructors are encouraged to also provide students with guiding tools. 

For example, UAGC students have access to free premium accounts with Grammarly, which is a 

plug-in that assists writing. When pointing out a grammar issue, the instructor also provides the 

link to Grammarly. This should not be seen as coddling the student or decreasing expectations. 

Instead, it is an avenue to build capacity in the students. When instructors show them how to do 

it and explain its ease, students are more likely to access these tools in the future. 

Another way to be a resource for students is to be a connection to the support services 

available at the university. Instructors should know all the services the school has to offer. If the 

student has an issue the instructor cannot help them through, the instructor can at least point 

them to the person or organization they need. Within UAGC, we meet student needs with a 

plethora of resources, such as paper review, 24/7 tutoring, chat with the librarians, writing 

tutoring, free Grammarly accounts, Student Advocate HELPline, Office of Student Access and 

Wellness, and Office of Student Conduct and Community Standards. 



Full-time faculty can also assist students by supporting the adjunct faculty. The 

relationships with the adjunct faculty are just as important as those formed with the students. 

These relationships are built through multiple avenues, including seeking input on course 

revisions, participation in program review and accreditation, positions within governance, 

research opportunities, professional development, and bi-annual reviews of teaching. By forging 

connections with adjunct faculty, full-time faculty are building their capacity to be stronger 

advocates for our students.  

Above all, instructors can provide solid support to the students by creating meaningful 

relationships. Based on research about under-resourced college students, Becker et al. (2009) 

describe the importance of relationships. They state, “At any point in the student life cycle, if 

students experience a break in relationships due to feeling disrespected, devalued, stereotyped, 

and/or poorly serviced, they will find a reason (justified or not) for leaving the system” (p. 199). 

These relationships require empathy, understanding, and action.   

Conclusion 

Through identifying the cycle of overwhelming needs, limited resources, and hollow 

solutions, we are better able to offer stable resources for students needing secure solutions. The 

year 2020 encompassed more changes than one can count on two hands. During a pandemic and 

civil unrest, our students continued to further education. Through it all, the University of Arizona 

Global Campus stepped up their efforts to embrace the students, their stories, and their needs. 

This included sweeping policy changes, such as what was required in order to file an incomplete, 

allowing longer breaks for students who were experiencing hardships, and tuition credit relief for 

a course based on individual need.  



At UAGC, we help seek equity for all people through education. We want to better 

people’s lives through education. If we are going to do that, we must support our students in a 

way that makes sense for them rather than simply abide by constraints of “this is how we’ve 

always done it.” Students seeking a solid solution through a college education will find the 

resources to achieve their goals. 

Social support is imperative for college students. By understanding the cycle of 

overwhelming issues, limited resources, and hollow solutions, an instructor can envision the life 

path of a student in crisis. The student is seeking the more solid solution of a college degree, and 

the instructors and university should be positive resources in attaining that goal. 

  



References 

Becker, K. A., Krodel, K. M., & Tucker, B. H. (2009). Understanding and engaging under-

resourced college students: A fresh look at economic class and its influence on teaching 

and learning in higher education. Aha! Process, Inc. 

 

 

 



The Intergenerational Online Communication Program between 
College Students and Elderly People via the Web Conferencing 

System Zoom 

 

 

 

 

Abstract 

Japan has been suffering from a super-ageing society and declining birthrate. 
According to the latest survey in 2018, the average life expectancy in Japan was 
84.3 years, while the country suffering its biggest population decline on record due 
to its birthrate at the lowest level in history. According to the Annual Report on the 
Ageing Society by Cabinet Office Japan, the ratio of the population aged 65 and 
over to the total population is 28.4% in 2020, and it is estimated that about one in 
2.6 people will be 65 years old or older by 2065. This will naturally bring about 
those with abundant time without purpose in life on the one hand, while decreasing 
the number of college students who would have to sustain the future of the country 
as well as facing competition with Artificial Intelligence. Some specific measures 
should be taken to establish a quality of life for older generation and a special 
education program for younger generation.  
 
To solve the problems, the “Intergenerational Online Communication Program 
(IOCP)” has been being developed:  
 
1) Set a 20-minute zoom meeting between elderly people and students, and let 

them talk for three times.  
2) After having three meetings, students put together their impressions of elderly 

people, or problems they may face, and ask a body of specialists online, and 
they give feedback to the students. They also think about solutions to the 
problems with the specialists and municipal staff. 

 
During the summer in 2020, we organized three zoom meetings between elderly 
people and college students, and a meeting between students and the local 
municipal government staff. 19 students and 12 elderly people joined the activity. 
Through the meetings, both students and elderly people obtained new findings, 
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which would never have been acquired without the online encounters. We are 
going to have another zoom meeting program in November, 2020. 
 
This project is supported by a public interest incorporated association (Japan 
Universities’ Association for Computer Education), which promotes building a 
consortium of colleges across Japan. In the presentation, the overview of the IOCP 
and the results of questionnaire survey will be shown. 
 
Keywords---Intergenerational Communication, Elderly people, College students, 
Web Conferencing, Zoom 

I. Introduction  

According to the Annual Report on the Ageing Society by Cabinet Office Japan [1], 
the ratio of the population aged 65 and over to the total population is 28.4% in 
2020, and it is estimated that about one in 2.6 people will be 65 years old or older 
by 2065. In addition, the ratio of living alone to the population aged 65 and over 
is 13.3% for men and 21.1% for women (2015). the ratio of living alone to the 
population aged 65 and over is 13.3% for men and 21.1% for women (2015). The 
Annual Report says that, against the background of such an aging society and an 
increase in the number of elderly people living alone, there is a need for 
opportunities to satisfy the spiritual affluence and purpose of life through social 
participation activities. It also comments that the significance of multi-generational 
interaction in the local community is being reaffirmed. 
 
With the aging of the population accelerating, it is necessary for the elderly to 
create an environment where they can find a purpose in life and to eliminate the 
isolation by providing a place where they can easily connect with others. On the 
other hand, for students, an educational program different from the conventional 
one is needed in order to accumulate the power to survive and support the declining 
birthrate and aging society. For local governments that have an increasing number 
of elderly people, it is desirable to have a method of collecting a lot of live voices 
of elderly people in order to provide effective support (Fig. 1). Aiming at activities 
that meet the needs of these three parties, we have developed the "Contributing to 
the “Intergenerational Online Communication Program (IOCP)”. 
 



 
 
 

 

 

Figure 1: The Goal of the Intergenerational Online Communication 
Program 

With regards to the younger generation interacting with the older generation, 
Dhavernas (2019) [2] presents the Biography Project in Australia: Students are 
matched with long-term care residents, and assist them with the writing of their 
biography, which is to expose students to the reality of the elderly’s needs. 

Hiyama et al. (2015) [3] discusses that the elderly have often been discussed from 
the viewpoint of "watching over". On the contrary, he said, "making the system 
that the elderly can watch and mentor the youth by making use of the knowledge 
and experience that the elderly have cultivated over many years can be a means to 
find value in the aging society." However, in order to achieve this and bring more 
older people and young people together, he points out that participation of the 
elderly in online media is a prerequisite. He points out that the use of online media 
will help solve the problems of an aging society with a low birthrate.  

II. History of ICT utilization in our community activities 

Since 2016, Jissen Women's Junior College has conducted various community 
activities. While the number of teachers who can engage in the extracurricular 
activities of students was limited, the introduction of ICT was inevitable in order 
to continue activities of a certain scale. 
 
(1) 2016-2018 

Cooperation with local governments and NPO groups is essential for students to 
participate in local activities and continue without being finished in a single year. 
 
The main regional activities that the junior college has carried out over the past 



three years were the "Samma (saury) Festival Internationalization Project in 
Meguro" and the "Holiday Card Exchange Project." We used multiple ICT tools to 
carry out these activities. (A) LINE and LMS (Learning Management System) 
were used as tools for sharing information between students and faculty. (b) Public 
relations websites were used as tools for public relations. (C) Google Form was 
used as the application receiving tool. (D) iMovie was used as a video production 
tool. (E) LMS was used as a self-assessment rubric tool for students. 
 
With the introduction of such ICT, the activities themselves have been on track 
each year. However, another challenge emerged: the students had little opportunity 
to interact with people outside the school. Nevertheless, the self-evaluation rubric 
of the students who participated in the activities showed that "communication with 
visitors" was the item that they grew up most. Based on these results, we decided 
to introduce a new form of extracurricular activities at our junior college in which 
students interact with people outside the college from the beginning. 
 
(2) Year 2019 

We have begun activities for students on campus to interact with seniors online. 
 
July to September 2019 

Twice in July, students from the Shibuya campus interacted online with the elderly 
who came to the Hino campus (Fig. 2). 
 

 

Figure 2: Skype interacting with the elderly 
 

In the 1st and 2nd weeks, junior college students and seniors had 20-minute 
exchanges on Skype. In the third week, junior college students at Shibuya Campus, 
a Hino City official, and university students at Hino Campus had a tripartite 



discussion.  
 
Skype has had a lot of troubles with image quality and sound quality. Especially 
in the tripartite meeting, the sound and image were unstable. 
 
October-December 2019 

The "Mukudori Home," an intergenerational exchange facility in Sapporo, and the 
elderly woman's home in Fukuoka were connected to the Shibuya campus, and 
students made a video call once a week during lunch break using smart speakers. 
Two or three students talked to one or more seniors over a video call. The program 
was held 11 times from October to December, and a total of 60 students 
participated in this activity. 
 
We used Amazon Echo Show for video call. The reason for introducing this device 
is that the connection stress can be reduced, especially for elderly people, because 
it is possible to connect just by talking to the monitor. 
 
However, sufficient Wi-Fi environment is required to use this device. Therefore, 
we provided a large-capacity mobile router to the Sapporo facility (Fig. 3). 

 

 
Figure 3: Students making video calls with a smart speaker 

 
(3) Year 2020 

A public interest incorporated association (Japan Universities Association for 
Computer Education) established the "Consortium of Community Contribution 
Support Projects by Junior Colleges" in 2020. As a result, multiple junior colleges 
and related organizations such as local governments were going to form a platform 



on the Internet and formulate a model to promote community contribution support 
projects through education. In one of them, the "Support Project to Promote 
Exchanges with the Elderly and Find Solutions to Problems" consortium, our 
college has decided to start activities in cooperation with Yamano College of 
Aesthetics.  
 
In 2020, a state of emergency in Tokyo prevented students from coming to campus. 
That was the opportunity to expand this project. Online lessons inevitably made 
students familiar with the online conferencing system (Zoom), making online 
meetings between students much easier than before. Such changes in the 
environment have clarified the needs and effectiveness of this activity. 
 
June to July 2020 

A total of 22 Jissen and Yamano students interacted in Zoom's breakout rooms. 
They interacted from the first week to the third week, and all made presentations 
in the fourth week (Fig. 4). 

 
Every Tuesday from 12:30 to 12:50 (20 minutes in total) 
Week 1: Self-introduction 
Week 2: Presentation and exchange of opinions 
Week 3: Presentation and exchange of opinions 
Week 4: Representatives from each room make presentations 
 
 

 
 
 
 
 
 

Figure 4: Zoom Breakout Rooms 
 
Students were able to participate even if they were not on campus, and the time 
was limited to 20 minutes during the lunch break once a week, so it seemed easy 
to continue. The students seemed to enjoy interacting with other junior college 
students, and most of them wanted to continue participating in the second term.  



 
July to August 2020 

A total of 19 college students interacted in Zoom's breakout rooms with 12 people 
of different generation. They were 2 males and 10 females, ranging in age from 
40s to 80s. They interacted from the first week to the third week, and students 
made presentations in the fourth week. 

 
Every Tuesday from 12:30 to 12:50 (20 minutes in total) 
Week 1: Self-introduction 
Week 2: Presentation by students and exchange of opinions 
Week 3: Presentation by people of different generations and exchange of 

opinions 
Week 4: Representatives from each room make presentations to local officials, 

college teachers and staff. 
 
 

III. Student Feedback 

The following are the impressions of the participating students.  
 
October-December 2019 (between students & the elderly via smart speaker) 

 "While talking to people of different generations at a pace of once a week, I 
began to be careful about how to listen to and interact with the other person's 
thoughts."  

 "How do you understand the other person's story in a short time? I was able to 
train my ability to understand the other person's story in a short time and think 
about how to respond." 

 " I didn't have many opportunities to talk to people of different generations, so 
it was a great opportunity to practice communication." 

 

June and July 2020 (between students of two junior colleges via Zoom) 

 "It's a great asset to be able to interact online while I can't easily meet 
students from other universities."  

 "I'm no longer reluctant to show my face on Zoom."  
 "I want to gain a lot of experience of talking and listening to college 



students." 
 
July-August 2020 (between students and elderly people via Zoom) 

 “Through intergenerational exchanges, I realized that I was able to grow very 
much in a short period of time. I was able to learn about communication skills, 
listening skills, and how to use the equipment.” 

 “Through interacting with working people who are more experienced than us, 
their opinions and ways of thinking were very impressive. I am glad that I was 
able to accept their stories and broaden my horizons through this exchange. I 
think I can make use of them in various situations in the future.” 

 
We conducted a student self-assessment rubric survey three times on the following 
seven items in 2020: before starting the zoom meeting project (blue bar, June), 
after the first project between students of two colleges (red bar, July), and after the 
second project between students and elderly people (orange bar, August).   

 

Student Self-evaluation Rubric (five levels each) 

1. Broaden your horizons through interaction 
2. Overcome embarrassment 
3. Play my role 
4. Master the app 
5. Teamwork between members 
6. Communication with exchange partners 
7. Discover issues and come up with solutions 

 

Fig. 5 shows that the average score is steadily increasing in the following items: 
1. Broaden my horizons, 4. Master the app and 5. Communication with partners. 
On the other hand, some items have reached high enough after the first project 
between students of two colleges, and did not increase much after the second 
project: 2. Overcome my horizons, 3. Play my role and 5. Teamwork between 
members.   

 



 
 

Figure 5: Results of Student Self-evaluation Rubric 
 
 

IV. The Elderly Feedback 

The following are the impressions of the elderly people.  
 
 “I've never used a computer and it was my first experience, so I was thrilled. 

But thank you for giving me a valuable experience.” (Female in her 70s) 
 “At first, I was hesitant to hear that it was zoom, but I am really glad that I 

participated. I got used to the equipment and was looking forward to it. And 
above all, it was great to be able to talk to the students.” (Female in her 60s) 

 “We, the elderly, do not usually have the opportunity to talk with the younger 
generation, but this time we did. I would like young people to connect with the 
elderly and convey their thoughts. We want to know what young people think 
and how.” (Female in her 80s) 

 
We conducted questionnaires before and after the project to the elderly. Before 



the project the following items were used, and after the project, we asked if the 
items were attained. 

 

Checking list for People of Different Generations 

1. I wanted to try something I don't usually do. 
2. I wanted to know the way of thinking of young people and their daily lives. 
3. Talking about myself to young people is an opportunity to rethink my life. 
4. Talking to people of different ages for a certain period of time seems to 

activate my brain. 
5. It may be useful for young people to talk about their experiences. 
6. I want to expand the scope of my social participation. 
7. I want to learn how to use devices and apps by interacting online. 

 

  
Figure 6: Reasons and Results of Joining the Activity 

 
 

 



Fig. 6 shows the difference between the pre-activity (blue bar) and the post-activity 
(orange bar). Before the zoom meeting the highest was the item 5: “It may be 
useful for young people to talk about their experiences.” However, after the three-
week zoom meetings, they chose more items on their own growth: 1. I could try 
something new, 3. I would rethink my life, 4. I could activate my brain and 7. I 
could learn how to use apps. 
 

V. Conclusion 

As the coronavirus made online college lessons mandatory in 2020, infrastructure 
development for the Intergenerational Online Communication Program has 
progressed rapidly. Rather, it can be said that the need and effectiveness of our 
activities became clearer due to the coronavirus. However, we realized that the 
following two things are indispensable for conducting exchanges: 1) Educational 
staff who support students and keep in close contact with them, 2) Administrative 
staff who support elderly people and provide technical and mental support. We 
plan to expand the age group and target area of people who interact with students 
and continue our research. 
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In the twenty-first century, most of the world is connected through various forms of 

social media. As we are now in the year 2021, we can look back to this past year and 

see how technology has evolved and how users have migrated to the digital age. While 

COVID-19 had a major impact on nations worldwide, it forced many to adapt to the 

virtual environment of using social media more extensively, and in addition has led to 

increased use of other platforms to communicate, such as Zoom or Teams from 

Microsoft. 

 

Students as young as elementary school are using several social media outlets:  

Facebook, Instagram, Snapchat, YouTube, TikTok, Twitter, Twitch, and many others.  

However, students—or non-students—do not always understand the parameters and 

legalities of the use of the social media outlets. Familiarity is not limited to just 

understanding how to post and view content, but rather how to secure content that is 

both viewed and posted. Unfortunately, students and non-students do not always 

understand the ease with which their social media can be compromised. Thus, for both 

beginning and veteran users, it is important for the users to be aware of security factors 

that they can implement to be intelligent and safe users of social media. Thus, 

educating users about security considerations is often a neglected aspect of social 

media use. There are numerous factors by which social media can be more secure for 

its users, and therefore produce a more positive experience for them.   



2 
 

Adam Badger 

 

First, users should always use a two-factor authentication system for all their social 

media if applicable. Two factor authentication adds another layer of security to protect 

the user from falling victim to identify theft and password compromise.  Additionally, 

users should be aware of the legal parameters under which they are operating. It is very 

easy and convenient to scroll down through the user agreements and simply click 

“Accept.”  However, it is necessary that users know what the legal parameters are, the 

exact measures to which they are agreeing, and how these elements can be used by 

the social media outlet that is being used. Different nations have different regulations 

concerning Internet use, and it would be a good idea for students and other users to be 

aware of these; for example, the European Union has General Data Protection 

Regulations (GDPR), and the United States has regulations regarding Personal 

Identifiable Information (PII). Students could easily be instructed in these regulations 

that are designed to protect their security. A final element is one that is stated 

repeatedly, but bears repeating:  be careful what you post on social media. Users do not 

want to violate any of the agreements to which they have assented, nor to post 

something that could be cited against them at a future time.   

 

 

Thus, providing education on the secure use of social media and other technologies is a 

very important consideration for those who are frequent and substantial users. Again, if 

the user is aware of and applies appropriate security measures, legal ramifications can 

be minimized, and the user can enjoy the benefits of social media without fear of user 
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liability for ambiguous post, illegal trademarks, or copyright information to name a few.  

Educating students and other users in the appropriate use of security measures can 

lead to greater enjoyment of technologies by its users, and provide a sense of security 

that might otherwise be lacking. 
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ABSTRACT  

 Our phenomenological study will employ grounded theory to analyze educational 

professionals’ reflective writings. First, we hope to expand our insights regarding why teachers are 

leaving the field. Second, we will examine the responsibilities and supports provided to new 

teachers.  Third, we will determine what supports would be the most beneficial for new teachers 

to aid in retention. To explore these findings, we will provide writing prompts to pre-service 

teachers, in-service teachers, and administrators in a Midwestern state. Courses within teacher 

preparation programs during student teaching provide an opportunity for preservice teachers to 

reflect upon their belief of what their in-service teaching responsibilities and supports will entail. 

Writing prompts will allow for in-service teachers and administrators to reflect upon 

responsibilities and supports currently in place. Responses to online writing prompts from the three 

groups will be analyzed to identify common themes for effective teacher induction and increased 

retention rates. 

 In this Midwestern state, 52.5% of teachers holding a teaching license are not currently 

working as a teacher in a public school (Wilder Research, 2019).  The National Center for 

Education Statistics’ survey (2016) has reported in this same state “only 48% of teachers strongly 

agree that their school administration’s behavior toward the staff is supportive and encouraging.” 

Researchers have identified a research to practice gap regarding teacher induction and retention 

(Hageman & Casey, 2018; Carver, 2003; CCSESA, 2016). Our goal is to identify what common 

themes exist across multiple groups of educational professionals regarding induction and retention 

rates of teachers. Factoring in the COVID-19 pandemic, more data is needed on why individuals 

leave the classroom to increase understanding of teacher induction needs to improve retention 

rates. 

 This study will compare the perceptions of responsibilities and supports of beginning 

teachers through three different lenses (pre-service, in-service, and administrative). Insights gained 

from this study will allow us to integrate knowledge into preparation programs, to alleviate the 

research to practice gap regarding teacher induction, and to empower education professionals to 

be agents of change for improved teacher retention rates. 

 

Keywords:  Teacher Retention, Teacher Attrition, Teacher Turnover, Mentorship, Teacher 

Induction, Teacher Supports, Teacher and Administrator Preparation 
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FACTORS RELATED TO TEACHER ATTRITION   

 Nationwide, there is a high rate of teacher attrition (teachers leaving the profession) which 

is perpetuating teacher shortages. Faced with an annual attrition rate of 8%, school districts are 

tasked with hiring tens of thousands of new teachers to replace the teachers who are leaving at the 

beginning of or mid-career, depleting economic resources that could be used elsewhere (Carver-

Thomas & Darling-Hammond, 2017; Garcia & Wiess, 2019). Filling a vacancy, on average, costs 

a school district $21,000 (Carver-Thomas & Darling-Hammond, 2017). The United States’ public 

education system suffers due to the teacher shortage which is detrimental to both students and 

teachers. A students’ ability to learn is threatened by a lack of sufficient, qualified teachers. 

Students in disadvantaged socioeconomic school settings are not getting an equitable education 

due to teacher attrition (Garcia & Wiess, 2019) and teacher effectiveness diminishes (Ronfeldt, et 

al., 2013; Jackson & Bruegmann, 2009; Kraft & Papay, 2014; Sorensen & Ladd, 2020; Garcia & 

Wiess, 2019). The professionalism and reputation of the field of education is constantly under 

attack which continues to exacerbate the rate of teacher attrition (Carver-Thomas & Darling-

Hammond, 2019; Garcia & Wiess, 2019; Sorensen & Ladd, 2020).  

In 2008, Borman and Dowling’s meta-analysis on teacher attrition and retention focused 

on two themes: personal characteristics and school characteristics. The meta-analysis found that 

personal characteristics are important predictors of teacher turnover. Attrition was greater for:   

Teachers who are female, White, young, and married and who have a child.  

Regarding teachers’ qualifications, the odds of attrition are greater among those  

who have no graduate degree, have specialized degrees in math or science,  

have regular certifications, have more years of experience, and score relatively  

lower on some standardized tests. (p.30)  
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The meta-analysis also found that school characteristics are important moderators of 

teacher turnover. Attrition was greater:  

In urban and suburban schools, private schools, elementary schools, and schools 

with a lack of collaboration, teacher networking, and administrative support. Those 

schools with high enrollments of poor, minority, and low-achieving students also 

suffer high attrition rates. Finally, with respect to resources, higher attrition is 

associated with lower levels of instructional spending and lower teacher salaries 

but higher overall per-pupil spending levels. (p. 30) 

 Nguyen, Pham, Crouch, and Springer (2020) expanded on the 2008 Borman and Dowling  

meta-analysis. Their conceptual framework suggests personal factors, school factors, and 

external/policy factors correlate with teacher turnover. Personal factors include teacher 

characteristics and qualifications. School factors include school organizational characteristics, 

resources, and student body characteristics.  External/policy factors include accountability and 

workforce (p. 3).  

 This meta-analysis noted in regard to personal factors of teacher characteristics that 

“gender does not have a significant relationship with turnover” (p. 8) and that “teachers who are 

more satisfied with their job are less likely to leave their school” (p. 8). Regarding teacher 

qualifications, it was found that “teachers with higher scores on university entrance exams have a 

12 percent increase in the odds of turning over relative to teachers with lower academic 

achievement” (p. 8) and that specialized areas like “STEM and SPED may be more likely to 

turnover” (p. 8). 
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 Regarding school factors, the meta-analysis also found that teachers are more likely to 

turnover at schools with less favorable working conditions and with weaker administrative 

supports.  Teachers are more likely to stay when they experience induction and/or mentoring and 

have good in-service professional development (p. 9).  Related to school resources, it was found 

in a small number of studies that increased availability of teaching materials reduces the odds of 

turnover, but this warrants further research. When comparing student body characteristics across 

ten studies, it was found that teacher turnover was less prevalent at schools with higher student 

achievement as compared to lower achieving schools. 

  Nguyen et al. (2020) added an additional factor based on their meta-analysis:  

External/Policy factors, which included accountability and workforce.  They reported 

accountability has five factors: “teacher evaluation, merit pay, teacher effectiveness, federal or 

national policies, and principal effectiveness” (p. 9).  Across five studies, they found that turnover 

decreased by 5% in schools with a teacher evaluation system. They also noted that evaluation and 

accountability policies, as measured by value-added scores, were associated with keeping the most 

effective teachers and removing the least effective.  Those schools with higher principal 

effectiveness scores were also associated with lower teacher turnover rates. 

 Numerous studies (Marzano, et al., 2001; Darling-Hammond, 2000; Schmoker, 1999) 

report that the academic success of students is related to the quality of the teachers. Educational 

leaders devote countless hours attracting, training, and retaining quality teachers. Regrettably, 

school districts in the United States struggle with retaining quality teachers due to a number of 

factors including low salaries, dissatisfaction with administrative support, and difficult working 

conditions.   
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Carver-Thomas and Darling-Hammond (2017) reported that United States teacher attrition 

is about twice as high as in countries such as Finland and Singapore. Ninety percent of vacant 

teaching positions in the United States are created by teachers leaving the field. Although a 

percentage are retiring, approximately 66% leave for reasons other than retirement, with most 

reporting dissatisfaction with the teaching profession. To compound the issue of teacher shortages, 

nearly half of new teachers leave the classroom in their first five years, including 9.5% in the first 

year alone. Nearly 33% of those who leave their positions elect to leave the profession altogether, 

opting for careers outside of education.  

 

 

 

 

 

  

 

 

 Wilder Research (2019) found in this midwestern state that more than 7,000 teachers in 

2016-17 did not return to the same school district for the following school year. Reasons for 

leaving include personal reasons (24.7%), retirement (20.5%), going to teach somewhere else 

(19.5%), and unknown (16.7%). This amounts to 70,316 licensed teachers (52.5%) in this state 

who hold a valid teaching license but are not currently working in a teaching position.  

 Results from the Education Minnesota, 2020 survey found that 29% of respondents stated 

that they were considering leaving the teaching profession all together. Given current statistics on 

the teacher shortage concerns, this would increasingly intensify an already existing problem. 



 

7 

 This study intends to evaluate responses addressing the following questions from the 

following three groups: preservice teachers, beginning teachers (within the first three years of 

teaching), and administrators: 

1. What specific practices or supports are being utilized to retain teachers? and  

2. What specific practices or supports are recommended to be added to improve the 

retention rates of teachers?   

This study will examine perceptions of responsibilities and supports currently in place in 

this state and compare it to what the literature reports. 

 

PRACTICES AND SUPPORTS TO AID IN TEACHER RETENTION 

Induction programs have been shown to address recurrent themes regarding teacher 

attrition such as administrative support, professional development, and mentorship program 

implementation. (Carver-Thomas & Darling-Hammond, 2017; Conley & You, 2017; Hagaman & 

Casey, 2018). California County Superintendents Educational Services Association, otherwise 

known as CCSESA (2016) defined induction programs as “post-hire, in-service training programs 

completed during the few years of employment – provide additional support and foster skill 

acquisition among teachers and administrators” (p. 3). 

In the United States, induction programs fluctuate greatly from one state to another as well 

as district to district. As of 2016, 58% of states require some form of support for teachers who are 

new to the profession (Goldrick, 2016, p. iv).  

Induction program efficacy improves the probability that a beginning teacher will remain 

in the profession.  Induction programs allow for professional development of teacher skills such 

as classroom management, curriculum and assessment development, and differentiation.  Effective 
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induction programs also encompass onboarding, observations and evaluations, classroom 

instructional practices, and student achievement (Ingersoll & Strong, 2011).  

Currently in this midwestern state, there is no provision for induction or mentoring of new 

teachers.  In 2008, the Teacher Support Partnership worked to create induction guidelines for the 

state. It included professional development and induction systems, mentoring, and resources. New 

Teacher Center (2015) completed a policy analysis to determine quality induction program 

characteristics, review current policies and practices aligned with the indicators, and 

recommendations to increase induction program effectiveness in this state.  It was found in 2013 

that 84% of schools reported some form of formalized teacher induction program. Of those 

reporting schools, only 33% continued into year two, and 18% in year three. Reported activities 

included induction related activities, new teacher seminars or workshops, formative assessment 

training, mentor training, and evaluation measures. When reviewing laws, regulations, and 

policies, strengths and weaknesses were noted. Strengths included “encouragement of induction, 

the availability of professional development funding to support district programs, an existing set 

of induction guidelines, and the publication of the annual staff development report” (p. 7). 

Weaknesses included no state induction program requirement, no state mentor selection and 

training criteria, no induction activities evaluation, and no teacher licensing alignment. State 

Statute 122A.70 (2020) regarding teacher mentorship still states that schools are encouraged to 

have teacher mentorship programs.  

ADMINISTRATIVE SUPPORTS 

Carver-Thomas and Darling-Hammond (2017) stated “effective leadership is at the heart 

of every school and drives high-quality support for new teachers and improved teaching 

conditions” (p. 34). They found a strong correlation reported by teachers between a perceived lack 
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of administrative support and high levels of teacher turnover. They further noted that teachers who 

strongly disagree with the statement that their administrators are supportive were, in fact, more 

than twice as likely to leave the school or the teaching professional all together than teachers who 

felt supported by their administration. Effective instructional leaders create school cultures of high 

expectations. This includes providing consistent feedback on teachers’ performances through 

teacher observation and evaluation. A positive school culture helps increase teacher satisfaction. 

A 2017 study by Conley and You reported that teachers who experience more in depth 

administrative and collegial support were more apt to stay in the field or noted that they intended 

to stay in education. 

TEACHER MENTORSHIP 

The terms mentorship and induction are often used synonymously as mentors typically 

manage the induction supports offered by the school districts. In a review of related literature, the 

most frequently cited roles of mentors involve the provision of emotional support, which include 

strategies for handling job-related stress inherent to the first years of teaching (Gold, 1996; 

Whitaker, 2000), and provision of professional supports, which include assistance with instruction, 

curriculum alignment to content standards, behavior and classroom management, and 

understanding school policies (Algozzine et al., 2007).  

A focus on the support needs of novice teachers is of great importance since beginning 

teachers are at an increased risk of leaving the profession during their first few years of teaching. 

The optimism which beginning teachers bring to their work is often quickly nullified by 

disenchantment and dissatisfaction with the realities of first year teaching. Beginning teachers in 

the field often struggle with myriad issues such as maintaining successful classroom management 

while addressing student behavioral concerns, working with difficult parents, and flourishing 
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without sufficient support from administration and colleagues (Gold, 1996). Lack of growth in 

these areas leads to limited teacher self-efficacy. 

 Self-efficacy can be defined as a set of beliefs that help determine how well a person may 

accomplish tasks or work through given situations. Bandura (1989), utilizing his Social Learning 

Theory, proposed a theory of self-efficacy suggesting that humans are able to control events that 

impact their lives. This allows the mentor’s behaviors to be directly observed. The new teacher 

can extract personal meaning from the behavior, and then either mirror it or formulate 

substitutions.  

METHODOLOGY 

 The purpose of this grounded theory study will be to analyze educational professionals’ 

reflective writings to expand the insights regarding why teachers leave the field. The researchers 

will examine the responsibilities and supports provided to new teachers and attempt to determine 

what supports would be the most beneficial for new teachers to aid in retention. To explore these 

findings, writing prompts will be provided to research participants in a midwestern state. 

Responses to online writing prompts will be analyzed to identify common themes for effective 

teacher induction, supports, and increased retention rates. 

POPULATION AND STUDY PARTICIPANTS 

 The population will consist of practicing administrators, beginning teachers within their 

first three years of teaching, and student teaching candidates in the School of Education during the 

Spring 2021 semester from a midwestern state.           

 



 

11 

INSTRUMENTATION AND DATA COLLECTION 

 For this study, Qualtrics surveys were created for the three population groups (pre-service, 

in-service, and administrators). The three surveys were pilot tested in Fall 2020 with each 

population group to determine efficacy. The pilot-tested survey results provided initial data 

related to the design of the surveys and guided the researchers to restructure several survey 

questions to garner explicit data from differentiated themes as needed. The reformatted surveys 

will provide feedback on the perceptions of the three groups of participants regarding why 

teachers are leaving the field, supports provided, and supports desired during induction and their 

impact on retention rates. 

DATA ANALYSIS 

 In this grounded theory study, data gathered from all three population groups from the 

Qualtrics surveys will be coded to identify what common themes exist. Grounded theory entails 

finding ‘plausible relationships’ (Strauss & Corbin, 1998). It is often referred to as ‘the constant 

comparative method’ of analyzing and making connections from the data. The researchers will 

compile, transcribe, and code the qualitative data collected from the three population groups’ 

surveys to determine recurring themes. These narratives will provide descriptive details of each 

person’s lived experience.  

SUMMARY 

 Goldrick et al., (2014) noted that embedding valuable new teacher induction and 

mentorship opportunities is needed; however, induction and mentoring do not appear to be 

positively impacting teacher retention rates. The researchers’ intent for the data is to determine 

strategies to employ to help reduce the number of licensed teachers who are leaving the teaching 
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profession in this midwestern state. Results will be utilized to integrate knowledge and inform pre-

service teacher and administrator preparation programming, as well as to provide strategies and 

tools for effective teacher induction programs, which may positively impact teacher retention rates.  

It is hoped this research will help identify the causal conditions that influence the central 

phenomenon of teacher attrition in this midwestern state. 
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Abstract: 

Each era has its unique challenges. The beginning of the third decade of the 21st century 
will be remembered most for Covid 19, the Coronavirus. Related terms such as pandemic, 
outbreak, social distancing, contact-tracing, quarantine, economic shutdown, personal protective 
equipment (PPE), flattening the curve, and stopping the spread have become commonplace in  
everyday conversations and are apt to persist in leading to a feeling of dread for the immediate 
future. For newcomers who are refugees, the safe haven they sought from the United Nations 
High Commissioner for Refugees has not remained secure. Rather, the pandemic and all its 
relatives have created a heightened sense of fear of job loss, unemployment, the inability to 
provide and care for family members, isolation, loss of family, loss of health, little access to 
healthcare, and death.  

“The COVID-19 pandemic and associated prevention and mitigation activities have 
major consequences for mental health and psychosocial wellbeing for refugees and other persons 
of concern. Many people who previously coped well, are now less able to cope because of the 
multiple stressors generated by the pandemic. The socio-ecological environment for adults and 
children is profoundly affected: social support systems may become dysfunctional or 
overburdened, caregivers may become sick or die; stress levels increase due to movement 
restrictions and crowded living conditions; income and livelihood opportunities are 
threatened.”(UNHCR, 2020, p.2) 

While children are not considered to be the most susceptible victims of the Coronavirus, 
the harm they will likely experience owing to the ongoing efforts to diminish the spread of the 
pandemic will affect their potential for educational success and productive citizenship. By April , 
2020, at least 188 nations had  ordered the closure of schools countrywide, impinging on  more 
than 1.5 billion school-age children. The massive educational losses that may result for the 
young people of today will be to the detriment of societies for the near future. Yet, more than 
two-thirds of countries have mandated the use of distance learning for all students at a time when 
70 percent of low-income countries are disenfranchised from this type of instruction (UNHCR, 

mailto:mcowart@twu.edu


April 2020). Students who have experienced harsh contexts of exit are frequently accustomed to 
school disruption, but it is unexpected in the new host country. 

 Refugee resettlement is neither uncommon nor exclusive to the United States. Persons 
braving the refugee experience existed prior to the dawn of a term for their circumstances (Portes 
& Rumbaut, 2006). Refugee resettlement has long contributed to the growth of linguistic and 
cultural diversity in the United States, and more specifically, within the public schools (Portes 
and Rumbaut, 2012; Krogstad, 2017). Throughout the history of the United States refugee 
resettlement program, the ceiling or cap for how many refugees might be allowed to participate 
in the resettlement program has vacillated, depending on worldwide events and U.S. policies and 
priorities (Krogstad, 2019).Thus, whether more than 96,000 refugees are resettled as in 2016 or 
fewer than 23,000 are resettled as in 2018, English language learners (ELLs) who are newcomers 
to the United States have the dual challenges of learning English as a second language and 
acculturating to a new society.  

Demographics – 2019 

• In FY 2019, a total of 29,916 refugees were resettled in the U.S.  

• Once again more refugees from the DRC were resettled than from any 

other nation. 

• The remaining countries on the top 10 list include Burma, Ukraine, 

Eritrea, Afghanistan, Syria, Iraq, Sudan, Burundi, and Colombia. 

• An additional 46,509 persons were granted asylum. The primary 

countries of nationality for asylees were China, Venezuela, and El 

Salvador. 
In addition to the common trials most young refugees endure, including a traumatic 

context of exit from the home country, an uncertain context of reception from the new host 
country, and a protracted period of loss- of loved ones, safety, schooling, nutrition, and shelter, 
the Covid 19 pandemic has ushered in a new slate of concerns. Educators, parents, and children 
must now embrace a different style of learning that seems similar to previous school disruptions 
experienced in the heritage nations of the newcomers, albeit without the reliance on instructional 
technology. The current global emphasis on distance learning may inhibit social integration and  
face-to-face communication while possibly creating the sort of additional social distance among 
groups that is detrimental to the additive acculturation process. The assumption that one manner 
of instruction, in this case – online instruction- is universally acceptable for all students operates 
on the belief that all students have equal access to computers, laptops or tablets, technological 
advice, advanced knowledge of Zoom, FlipGrid, EdPuzzle, and Notability, and parents who 
speak fluent English and can assist with instruction. This supposition is a probable recipe for 
failure unless certain considerations are entertained.  



Factors stemming from school disruption and other pandemic-related challenges that may 
inhibit second language acquisition and acculturation point to the following inquiries: 

• What are the cognitive, linguistic, and affective effects of long-term school closure? 

• How may the pandemic impact the mental health of children and parents who are 
newcomers? 

• How may second language acquisition be stifled by the lack of face-to-face interaction? 

• What may be expected of children who have already missed significant aspects of their 
education because of school disruption in the heritage nations and who are now expected 
to learn in seclusion? 

• Can Zoom, Facebook, YouTube and other online platforms be effectively utilized as 
substitutes for face-to-face interaction and small group work? 

• When newcomer ELLs do not have access to technology, what alternative methods of 
teaching may be employed? 

• What is the responsibility of school districts regarding the provision of technology and 
technological guidance for each student? 

• How may teachers and schools mediate the effects of social distancing in a way that will 
lead to enhanced social integration, a necessity for positive acculturation experiences? 

• What might schools and educators do to assist parents who speak little English and are 
unable to assist their children with homework completion or unfamiliar technological 
demands? 

• What must be done to facilitate comprehension for beginning and intermediate ELLs? 

• When isolation is required by Stay at Home orders, how may teachers alleviate the 
negative effects of isolation? 

• How may teachers  use online technologies to recognize and lower high affective filters 
raised by pandemic stress, loneliness, fear, cultural bereavement, and Post-Traumatic 
Stress Disorder (PTSD)? 

• What research-proven strategies can be implemented to ease culture shock and prevent 
language shock and loss while teaching and learning online? 

• What does the research say about the effects of online instruction for newcomer ELLs? 

There are many paths that can be utilized to reach the goal of effective second language 
acquisition, educational success and positive acculturation. Actively considering important 
aspects of the current challenges imposed upon all peoples of the world and exploring their 
multiple layers of impact on newcomer ELLs may serve to prevent school failure by supporting 



second language acquisition and acculturation for a vulnerable segment of the student 
population.  

KEY TERMS AMD DEFINITIONS 

Context of Exit: Consists of the circumstances within the heritage nation that 

precipitate the need to escape, the journey across an international border into a 

refugee camp, and the experiences within the refugee camp. 

Refugee: An individual who flees the homeland, crossing an international border 

in search of safe haven due to the threat of persecution or death because of race, 

religion, membership in a social group, political opinion, or national origin. A 

refugee petitions the United Nations High Commissioner for Refugees (UNHCR) 

for protection and goes through a vetting process within a refugee camp that has 

been set up by the UNHCR. 

Unaccompanied Refugee Minor (URM): Children who are identified overseas as 

needing foster care upon arrival in the U.S. are called unaccompanied refugee 

minors (URMs). Their process is like that of the refugee. 

  Unaccompanied Alien Child (UAC): An unaccompanied alien child is a child 

who has no lawful immigration status in the United States; has not attained 18 

years of age; and, with respect to whom, there is no parent or legal guardian in the 

United States, or no parent or legal guardian in the United States available to 

provide care and physical custody. See 6 U.S.C. § 279(g)(2). 

 Asylee: A political asylee, or asylee, is a person residing in a country in which 

there is a well-founded fear of persecution because of race, religion, membership 

in a social group, political opinion, or national origin.  However, the asylee 

petitions the United States government for protection and legal recognition after 

entering the country while the refugee requests protection from outside of the 

United States. 
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ABSTRACT 
 

The COVID-19 pandemic and the resulting nation-wide school closures 
caused a sudden transition to online teaching and its corresponding pedagogical 
challenges: the redesign of courses; the quest for useful tools to mitigate the lack 
of direct student-instructor interaction while retaining the integrity of the courses; 
and, in addition, ensuring opportunities for students to think critically about the 
course content.  This unprecedented speed of the move to “Emergency Remote 
Teaching,” led to another challenge at the level of Academic Technology 
Services.  Within an astounding narrow preparation timeline, a limited number of 
support teams have not been able to offer the same level of support to all Faculty. 

The amount of information available on these various topics is well beyond 
the scope of this paper.  Hence, this paper focuses on only four COVID-19-
related issues (among many): (a) Current Online Learning Experiences for 
Students; (b) Salient points noted in two surveys: The Association of American 
Educators Foundation (AAEF) and one non-profit organization, Digital Promise;  
(c) Pedagogical Challenges and Solutions in the Humanities and Social Sciences; 
and, (d) Anticipating the Future. 
 

 
 
INTRODUCTION – ISSUES AND CHALLENGES RESULTING FROM THE COVID-19 PANDEMIC  
As of March 2020 the COVID-19 pandemic, and the resulting nation-wide school closures, 
caused an immediate transition to fully remote teaching (distance teaching and learning). 
Adapting traditional (face-to-face) courses to asynchronous online format entailed redefining 
pedagogical practices such as:  

• The re-design of courses;  
• The quest for useful tools to mitigate the lack of direct student-instructor interaction 

while retaining the integrity of the courses; and,  
• The need to preserve opportunities for students’ critical thinking and learning outcomes.    

 



 

Moving instruction online, as blended1 or hybrid2, courses can enable the flexibility of teaching 
and learning anywhere, anytime, but, as noted in Educause Review, this unprecedented speed of 
the move to “Emergency Remote Teaching,” (Hodges et al., 2020) i led to an unprecedented 
difficulty: Campus support.  Usually campus support personnel and teams are available for a 
small pool of faculty interested in teaching online.  Such support allows faculty members to learn 
about and implement online learning.   
 
With COVID-19, and within an astounding narrow preparation timeline, these support teams 
have not been able to offer the same level of support to all Faculty. Many faculty members 
needed to improvise quick solutions in less-than-ideal circumstances, and, understandably, they 
found this process stressful.   
 
In addition to its publications, Educause created, also in March 2020, two web pages:  (a) 
COVID-19 and (b) COVID-19-related Quick Polls.  

1.  Covid-19: a continuously updated resources page, created “to help higher education 
institutions manage the implications of campus disruption caused by COVID-19 and ease 
the pivot to remote education and work. Institutions are now focused on the upcoming 
2020–21 academic year and these continuously updated resources can help with essential 
planning.” https://library.educause.edu/topics/information-technology-management-and-
leadership/covid-19 

 
2. COVID-19-related Quick Polls  

One-day polls that rapidly gather, analyze, and share input from the Educause community 
about specific emerging topics. The Dec 11 2020 poll notes: “Institutions are largely 
maintaining their core research functions in the midst of the pandemic, though future 
successes will rely on key technological innovations and effective cross-unit 
collaborations and investments.” https://er.educause.edu/quickpolls 

 
In addition to Educause, several media companies and national organizations began to ask (also 
as of March 2020) about the impact that this immersion into distance teaching/learning, by most 
institutions, might have on faculty and student confidence in technology-enabled learning.  For 
example:  (a) might more professors believe in the quality of distance teaching and will they be 
willing to incorporate new approaches that would lead to the blurring of the distinction between 
online and in-person teaching as well as a closing of the perceived quality gap? (b) Could it 
produce greater skepticism about the efficacy of technology-enabled learning, either because the 
experience for instructors and students alike could be substandard, or because institutions may 
not sufficiently prepare their instructors to teach in these new ways? (Lederman, 2020)ii 
   
The amount of information available on these various topics is well beyond the scope of this 
paper.  Hence, this paper focuses on only four COVID-19-related issues (among many): 
                                                 
1 For a description of “blended learning” see Blended Learning Universe 
https://www.blendedlearning.org/basics/ 
2 For a description of “hybrid learning” see Katheryn Boyarsky’s June 12, 2020 blog post, “What is 
hybrid Learning? Here is Everything You Need to Know.” https://www.owllabs.com/blog/hybrid-
learning? 
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• Current Online Learning Experiences for Students  
• Salient points noted in two surveys: (a) the Association of American Educators 

Foundation (AAEF), and (b) one non-profit organization, Digital Promise;  
• COVID-19:  Pedagogical Challenges and Solutions in the Humanities and Social 

Sciences; and, 
• Anticipating the Future. 

 
I.   CURRENT ONLINE LEARNING EXPERIENCES FOR STUDENTS 
Today’s “Digital Natives” 
Current instructional practices are often tailored toward students’ specific learning needs which 
are diverse in many aspects (e.g., culturally, linguistically, technologically).  A common research 
finding (resulting from surveys and needs assessments) is that today's local and distant learners3  
need and prefer a variety of media tools for effective learning. 
 
Marc Prensky, who coined in 2001 the terms “digital natives” and “digital immigrants” states 
that the brains of digital natives are physically different as a result of the digital input they 
received growing up, and their socialization is extremely different from their parents: 

Today’s students are no longer the people our educational system was designed to teach. 
(…) Today’s students–K through college–represent the first generations to grow up with 
this new technology. They have spent their entire lives surrounded by and using 
computers, videogames, digital music players, video cams, cell phones, and all the other 
toys and tools of the digital age. Today’s average college grads have spent less than 5,000 
hours of their lives reading, but over 10,000 hours playing video games (not to mention 
20,000 hours watching TV). Computer games, email, the Internet, cell phones and instant 
messaging are integral parts of their lives. (Prensky, 2001, p. 1) iii 

One example of the digital natives’ immersion in these technologies is the Studio Buddies 
Programiv: the use, by members of the University of Southern California’s (USC’s) Graduate 
Architecture Student Association, of a new interactive platform to replicate the studio 
environment that faded once classes moved online: 

“The group wanted an interactive and creative environment that would best replicate the 
traditional studio, so they decided to use MMMURMUR  https://mmmurmur.com/, a 
website and app that allows users to work on various projects in an open online forum. 
It’s a new medium for the students (…) described as a “space where people can see a 
floor plan, roam around and talk to each other in a more natural way than Zoom allows. 
(…) People were going around the room and just hanging out. Spirits were definitely up.” 

The idea was conceived pre-COVID, but the pandemic kicked the planning efforts “into 
overdrive.”  
 
 
  
   
                                                 
3 Most particularly the Millennium Generation [born between 1982 and 2000] and Generation Z [born 
after 1996]. 

https://mmmurmur.com/


 

STEM ( Science, Technology, Engineering, and Math) Online: 
In the context of STEM education and curricula, the impact of the COVID-19 outbreak upon 
higher education has created an immediate demand for laboratory experiences in online settings.   
 
In the United Kingdom [UK ], the Open University’s Open STEM Labs saw a substantial 
increase in the use of these labs which connect students to instrumentation, data and equipment 
for practical enquiries over the internet, “where time and distance is no longer a barrier – any 
time, any place access.” Students have access to labs, observatories, and live web streaming via a 
variety of access points: See http://stem.open.ac.uk/study/openstem-labs   
 
In the USA, several educational organizations have been offering Virtual Labs:  See, as one 
example, the Online Learning Consortium  https://onlinelearningconsortium.org/learn/olc-ideate-
labs-online-stem/, the Vermont Energy Education Program (VEEP) and the New Hampshire 
Energy Educational Project (NHEEP) 4.  
 
Immersive Technologies  
The potential of immersive technologies such as Virtual Reality (VR) and Augmented Reality 
(AR) is now recognized as a useful instructional approach  to improve knowledge retention and 
experiential learning during online instruction. One Blog Post, “8 High-Impact Tips to Raise 
Remote Learning to a New Paradigm” (Goode and Shinkle)v provides the following example: 

…with the Google Expeditions mobile app <https://edu.google.com/products/vr-
ar/expeditions/?modal_active=none> and a mobile headset, teachers now have the option 
to virtually transport students to the Acropolis of Athens and learn about Greek history 
and architecture, instead of just assigning readings about Ancient Greece.  
For students who lack access to a headset, teachers can provide 360-degree 
videos. https://edtechmagazine.com/k12/article/2020/05/how-create-immersive-learning-
experiences-mobile-devices that permit students to explore a scene from different 
perspectives, giving them the feeling that they are actually there. And similar types of 
experiences can be replicated with science and technology. 

 
In a 2017 Educause Blog Post, “VR and AR: Transforming Learning and Scholarship in the 
Humanities and Social Sciences,” (Emory and Georgieva, 2017)vi the authors provide a variety 
of interesting examples of educational projects using immersive technologies undertaken by 
several colleges and universities. They also ponder about the impact of immersive technologies 
on the humanities and the social sciences:   

What if a text or work of art is no longer read, but instead, experienced? What new 
questions are raised when it's possible to visit an author's home or stroll through the 
streets of an ancient city? How will our interpretations of literature, art, history and 
archaeology change when we are no longer passive recipients but co-constructors and 

                                                 
4 Throughout 2020/21 VEEP and NHEEP https://nheep.org/ is offering virtual STEM labs for students to 
learn about specific energy topics and practice science and engineering design. Groups meet over several 
weeks with an online instructor to focus on energy related STEM projects with common home items 
and/or kits that can be ordered beforehand.  https://veep.org/for-students/virtual-stem-lab-program 
 
 

http://stem.open.ac.uk/study/openstem-labs
https://onlinelearningconsortium.org/learn/olc-ideate-labs-online-stem/
https://onlinelearningconsortium.org/learn/olc-ideate-labs-online-stem/
https://edu.google.com/products/vr-ar/expeditions/?modal_active=none
https://edu.google.com/products/vr-ar/expeditions/?modal_active=none
https://edtechmagazine.com/k12/article/2020/05/how-create-immersive-learning-experiences-mobile-devices
https://edtechmagazine.com/k12/article/2020/05/how-create-immersive-learning-experiences-mobile-devices
https://nheep.org/
https://veep.org/for-students/virtual-stem-lab-program


 

actors in immersive experiences? How will this challenge us to think outside our current 
learning paradigms? These and other questions arise when we examine the impact of 
immersive technologies on the humanities and the social sciences.  

  
As noted above, because of our induced COVID-19 immediate transition to fully remote 
teaching, many teachers and faculty, unfamiliar with online instruction, faced a narrow (or no) 
preparation timeline particularly in the context of course and syllabi re-design, as well as  course 
online delivery. Surveys undertaken by associations and organizations do provide initial 
assessments of this problem.       
 
II.  SALIENT POINTS NOTED IN TWO SURVEYS 
(a)  Association of American Educators Foundation (AAEF) 
The Association of American Educators (AAEF) is the largest national, non-union, professional 
educators' organization, advancing the profession of teachers in Public District and Public 
Charter Schools.  AAEF serves members in all 50 states and includes individuals from all 
educational institutions and organizations. Its survey was conducted during 15-30 March 2020, 
with a  
follow-up in May 11, 2020.  The statistics (Executive Summary) of the survey is available 
at: https://www.aaeteachers.org/index.php/covid-19-survey-responses 
 
The survey included overarching questions relating to teachers’ reactions to school closures: 
Teachers’ readiness to deliver online instruction; the possibility that students would struggle in a 
virtual environment and, as a result, fall behind academically; schools’ plans to support students 
with special needs.   
 
One informative survey result is the response by educators about their use of distance learning 
instructional tools and techniques:  
 

TABLE I  -  USE BY EDUCATORS OF DISTANCE LEARNING TOOLS AND TECHNIQUES 
IN PUBLIC DISTRICT AND PUBLIC CHARTER SCHOOLS 

Before COVID-19:  
Rarely or never used: 48%        Often or always used: 26% 

During COVID: 
Use Synchronous, live online platforms like Zoom:    55%  
Use Asynchronous tools e.g., Google Classroom and Schoology :   74%   
Use both Methods: 42% 

When School re-opens:  Will educators incorporate distance learning tools and techniques without 
adequate training under extraordinary circumstances?  

                Yes: 43%             Might:  24 %           Probably Not: 9% 
40% of survey respondents felt their opinion of online teaching had improved, whether they had 
or had not used online teaching tools in the past. 
 

 
 

https://www.aaeteachers.org/index.php/covid-19-survey-responses


 

(b)   Suddenly Online - The Digital Promise Survey5, 13 May - 1 June 2020 (Means and Neisler, 
2020)vii. 

This is a detailed (24 pp.) report on a national, random-sample survey of more than 1,000 college 
students whose coursework moved from in-person to completely online in Spring 2020. 
https://digitalpromise.org/wp-content/uploads/2020/07/ELE_CoBrand_DP_FINAL_3.pdf 

 
According to this report, college students’ satisfaction dropped sharply after schools transitioned 
to all-online courses during the COVID-19 pandemic.  

• Undergraduate students struggled to stay motivated and missed receiving feedback from 
instructors and collaborating with fellow students.  

• A significant number of students had problems with their internet connections, software, 
or computing devices—serious enough to impede their participation in their courses.  

 
Instructional practices that contributed to successful online teaching and learning: 

1. Assignments that ask students to express what they have learned and what they still 
need to learn 

2. Breaking up class activities into shorter pieces than in an in-person course   
3. Frequent quizzes or other assessments   
4. Live sessions in which students can ask questions and participate in discussions 
5. Meeting in “breakout groups” during a live class  
6. Personal messages to individual students about how they are doing in the course or to 

make sure they can access course materials  
7. Using real world examples to illustrate course content 
8. Work on group projects separately from the course meetings 

 

Instructional practices with the largest individual effects on students’ overall course satisfaction 
were: 

Instructional Practice No. 1: Assignments requiring students to express what they had 
learned and what they still needed to learn:   

68%  satisfied  vs.   50% satisfied for courses without this feature 
Instructional Practice No. 6: Personal messages from the instructor on how the student 
was doing or to make sure they could access course materials: 

68%  satisfied with this feature  vs.    47% not affected by this feature 
Instructional Practice No. 7: The instructor’s use of real-world examples to illustrate 
course content):     

67% satisfied overall     vs.    
42% satisfied even when instructor did not use real-world examples 

                                                 
5 Digital Promise was created with the mission to accelerate innovation in education to improve 
opportunities to learn, https://digitalpromise.org/about/ and close the Digital Learning Gap, 
https://digitalpromise.org/2019/01/09/closing-the-digital-learning-gap/ 
  
 
 

https://digitalpromise.org/wp-content/uploads/2020/07/ELE_CoBrand_DP_FINAL_3.pdf
https://digitalpromise.org/about/
https://digitalpromise.org/2019/01/09/closing-the-digital-learning-gap/


 

 
Nonetheless, most students did not attribute their struggles to poorly prepared instructors or to 
the limitations inherent in online learning. Furthermore, online courses that used a larger array of 
recommended online teaching practices had much higher student satisfaction levels than the 
courses that used fewer of them.  
 
The report includes a companion document, “Delivering High-Quality Instruction Online in 
Response to COVID-19: A Faculty Playbook.”  
https://www.everylearnereverywhere.org/resources/delivering-high-quality-instruction-online-in-
response-to-covid-19/ 
 
 
III.   COVID-19:  PEDAGOGICAL CHALLENGES AND SOLUTIONS IN THE HUMANITIES AND 
SOCIAL SCIENCES 
Most of us would agree that traditional face-to-face classes offer a unique and memorable 
learning experience. Courses in the Humanities rely on students’ close interaction with peers and 
the instructor in the physical classroom.  Online teaching/learning changes the traditional 
understanding of instructional design in courses (e.g., art history, language courses), where 
critical thinking, group discussions, as well as assessment methods have relied on direct student-
instructor interaction. 
 
Currently, a variety of media tools for effective learning are used for online teaching as a result 
of advances in information and communication technologies (ICTs), revisions of educational 
policies, and the reassessment of media and technology tools.  
 
Mark Prensky argues that todays’ technology:   

“… offers students all kinds of new, highly effective tools they can use to learn on their 
own–from the Internet with almost all the information, to search and research tools to sort 
out what is true and relevant, to analysis tools to help make sense of it, to creation tools to 
present one’s findings in a variety of media, to social tools to network and collaborate 
with people around the world. And while the teacher can and should be a guide, most of 
these tools are best used by students, not teachers. (…) The teacher’s role should not be a 
technological one, but an intellectual one to provide the students with context, quality 
assurance, and individualized help.” (Prensky, 2008, 1viii, p. 1) 

 
Two reports published by the MLA (Modern Languages Association) prompted a dialogue on 
the future of curricular changes in language and literature teachingix.  As noted by Dolores 
Duran-Cerdax, these reports called on professionals to revise their outlook in language education 
at all levels (but particularly at the post-secondary level) in order to transform the structure of 
language programs, and provide opportunities for students to achieve “translingual and 
transcultural competence through an integrative, holistic, interdisciplinary major”. Technology-
based instruction and digital media are increasing options.  See Duran-Cerda’s suggested online 
learning course design options and recommended practices (p. 111). 
 
The online environment, when well-organized and well-executed, offers a different teaching and 
learning experience, but not necessarily an inferior one. The two case studies presented below 

https://www.everylearnereverywhere.org/resources/delivering-high-quality-instruction-online-in-response-to-covid-19/
https://www.everylearnereverywhere.org/resources/delivering-high-quality-instruction-online-in-response-to-covid-19/


 

serve to illustrate successful online courses’ mode of delivery and student-instructor interactions.  
Neither of these case-studies employs a wide array of technological tools, and could serve as 
examples of successful” online teaching practices with a minimum level of technology. As such, 
they may offer useful instructional strategies for instructors to consider as initial steps in our 
current “Emergengy Teaching Environment.”   
 
Case Study A.  “Talking Less but Saying More: Teaching U.S. History Online” (Carolyn J. 
Lawes)  
Lawes’s opening paragraph is quite clear:     

After years of teaching in person at a larger public university in Virginia, I decided to 
move my undergraduate U.S. history courses, for that school, online. I did so for one 
reason: the online format allows me to offer a better history class. (Lawes, 2015xi, p. 
1204). 

 
How to convey historical knowledge and encourage critical thinking in a manner that involves 
neither listening to a speaker nor reading formal essays is the fundamental challenge. According 
to Lawes, a clear and unambiguous course structure is critical to the smooth functioning of an 
online course, and it is the chief distinction is the course’s mode of delivery. 
 
 
Lawes’s asynchronous and interactive course structure includes three components distributed at 
the very beginning of the course: 

• A very detailed syllabus which explains each of the course’s requirements, and how 
they will be evaluated. Policies on e-mail and late assignments, and a very detailed 
schedule are equally necessary.   

• A Start Here folder which offers resources for those new to the online environment, 
such as an explanation of plagiarism and the penalties for committing it, as well as 
links to the university’s tutorial and technical support services.  Browser 
compatibility and platform checks need to be undertaken by the instructor, ahead of 
time, to avoid technical problems. 

• A Frequently Asked Questions (FAQ) Section (updated as new issues arise) which 
lists twenty of the most frequently asked questions about how the online class 
functions.  
In addition to reducing the number of emails with the same question(s), this feature 
provides another opportunity to explain how the class works and what is required. 

   
Lawes’s mode of course delivery: Discrete modules and a discussion forum.  

1.  Modules  
Lawes’s semester’s material is divided into discrete modules, much as a textbook’s chapters.  
Each module includes two or three lectures, each of which is a very detailed PowerPoint 
presentation allowing inclusion of both the written text and non-text media. Each module also 
includes a short, twenty-minute quiz (created on Blackboard which also automatically scores the 
quiz and records the grade). The quiz serves to check that the students have actually read and 
understood the materials.   
 



 

The initial creation of course modules is much more time-consuming than the preparation of 
lectures in face-to-face classes. Each lecture requires thinking about presentation of the material, 
and each lecture (PowerPoint) is structured with the goal of encouraging students to think about 
the material, as they read and view images, and to draw conclusions. In each lecture, lengthy 
descriptions and analyses are reduced to their essence and paired with eye-catching illustrations 
and quotations to drive home the key ideas.   
 
Each slide explains one or two key ideas or a set of facts, often accompanied by an illustration or 
a brief quotation. The series of slides presents the historical material followed with a final slide 
posing analytical questions. Lawes’s size of lectures ranges, on average, from 75 to 100 slides, 
though some are longer due to the inclusion of numerous photographs. 
 
Lawes notes that preparations for the first offering of her course required a substantial amount of 
time, but that the ensuing offerings of the course just needed updates or enhancements.     
 
The components used to supplement each lecture include:   

• Chapters from the textbook and articles from historical journals accessed via the 
university library’s Web site  

• Visual and textual primary sources uploaded as jpeg or pdf files, as well as 
documentaries that students access by clicking on a hyperlink to the university’s library 
or to an external Web site.  

• These materials are accompanied by “questions to consider,” designed to encourage 
critical thinking.  

 
 
2.  A Discussion Forum 
A monitored discussion forum on specific topics allows students to further develop or expand 
upon their ideas, develop new insights as they offer their own thoughts, and respond to how 
others have interpreted the material. 

 
Case Study B: Making Art History Come Alive in the Online Classroom (A. Ter-
Stephanian)  
An important part of traditional art history instruction is the in-class discussion when students 
express their own ideas about individual works of art, artists and even entire periods or styles of 
art.  The in-class discussion, when skillfully moderated by the instructor, reveals different 
“readings” of the same painting or sculpture and these readings, in turn, bring to light the 
artworks’ historical and religious realities of the society. Students look for signs of the artist’s 
own feelings in his or her art, and they discover particular trends, tastes, aesthetic preferences.  
Historical, social, political, religious, and gender issues are often addressed during these lively 
in-class discussions.  
 
Many pedagogical issues need to be redefined in online instructional design: content delivery; 
creating collaborative learning environment; establishing effective student-instructor and 
student-student interaction; engaging students; encouraging critical thinking; and ensuring 
students’ command of the material. Some of these problems are discipline-specific. Creating a 



 

discussion-intensive learning environment and fostering critical thinking, therefore, become the 
primary goals of online art history instructional design 
  
In her article (A.Ter-Stepanian, 2011xii) discusses learner engagement strategies that she has 
developed and found to be effective in asynchronous art history online courses:   

1. Scenario-based assignments 
2. Role-playing as a learning tool 

 
1.    Replacing Essay-type Topics with Scenario-based Assignments 
Traditional written essays are assignments asking students to compare and contrast two or more 
works of art, describe a painting or a sculpture, or discuss methods used by artists to evoke 
specific emotions. The purpose is to test students’ knowledge of characteristic features of 
different artists or styles, or to test their ability to identify connections between cultures. In such 
written essays, students demonstrate their factual and conceptual knowledge as well as their 
ability to draw conclusions and to focus on similarities and differences between works of art.  
 
When Ter-Stepanian used these types of topics for online forum assignments, the students’ 
responses were minimal or just sufficient to fulfill the participation requirement. Student-to-
student interaction was formal, often devoid of any interest. Postings lacked enthusiasm or 
motivation.  Most of the discussions were based on reworded text from the textbook or required 
readings. 
 
She modified the discussion topics to make them more intriguing, more specific, and more 
anchored in the cultural and historical environment where the work of art was produced.  She 
encouraged her students to be creative in choosing the format for their postings (including multi-
media, if appropriate) and to use their imagination, while following the principles of formal 
writing and proper citation rules.  
 
Example: Online Assignment about Roman Residential Architecture 
In lieu of an essay, Ter-Stepanian placed the students in first century Pompeii, and asked them to 
invite a friend to their Pompeian house to give him/her a tour of the domus6, using the Roman 
terms for different rooms and explaining their purpose.  
 
One student’s enthusiastic response to this assignment was extensive: she thoroughly described 
the purpose of each room and brought attention to the styles of the wall paintings, as well as to 
furniture details. She also found ancient Roman cooking recipes. She described the plants and 
herbs growing in her garden using their Latin names, and even described the gourmet dinner 
prepared for her guest. She also composed and posted a small play script: a lively dialogue 
between herself (the hostess) and her guest as they interacted during the visit. 
  
Such assignments led to a drastic improvement in student submissions as well as in discussion 
forum participation.  The quality of discussion postings improved, writings became lengthier and 

                                                 
6 In ancient Rome, the domus was the type of town house occupied by the upper classes and some 
wealthy freedmen during the Republican (509 B.C. to 27 B.C.) and Imperial (27 B.C. to A.D. 476) 
eras.  



 

more detailed, and they often included facts and information outside the textbook and assigned 
readings. Ongoing peer feedback became more meaningful, and more focused on the topic of the 
assignment. (In her article Ter-Stepanian provides another example for scenario-based 
assignments: Baroque portrait art in Holland and Flanders) 
 
 
 
Advantages of Scenerio-based Assignments:  
These assignments encourage creativity, motivation, inquiry, and engagement. They are 
particularly effective in fostering students’ interest not only towards the historical art material 
but also towards the social, historical, religious conditions of the cultures. Students introduce 
factual and conceptual knowledge into their discussions, look for additional information, carry 
out independent research, and find data to support their arguments. 
 
2.   Role-Playing as a Learning Tool 
Scenario-based assignments are equally effective when role playing is involved. Role-playing 
may be used in a variety of situations such as small group assignments, or be left open to the 
entire class to get involved. It is an effective tool for encouraging student-to-student interaction 
and it creates a collaborative learning environment in the virtual classroom. When students are 
assigned roles, they often engage with extreme originality, and they also interact with their peers 
in very creative ways.  
 
One example of her assignments is the reenactment of famous competitions. For example, in the 
course’s section on Early Renaissance art she asked her students to act as jurors of the 1401 
competition of the wool merchant’s guild, Arte di Calimala, for the bronze doors of the San 
Giovanni Baptistery7.  
 
Students had to judge the entries on the panel, Sacrifice of Isaac, by Filippo Brunelleschi and 
Lorenzo Ghiberti. Students needed to engage in a constructive argument and lively conversation 
with opponents, consider differing opinions, convince other “jurors” to agree with their opinion. 
They had to support their views with factual material, analyze the two panels, compare their 
emotional impact, discuss their composition and formal qualities.  
 
Supporting information was found in Lorenzo Ghiberti’s Commentaries and Antonio Manetti’s 
writings. Students had to refer to the Old Testament story, discuss Abraham’s feelings, and then 
analyze how each of the panels conveys the story. They learned to face their opponent, whose 
opinion might differ from their own.  
 

                                                 
7 The Florence Baptistry (or Florence Baptistery, in Italian Battistero di San Giovanni) is part of the 
Florence Duomo Complex, which includes the Cathedral of Santa Maria del Fiore with Brunelleschi’s 
Dome and Santa Reparata Excavation, the Baptistery itself, Giotto’s Bell Tower, and the Museum of the 
Opera del Duomo. https://www.florenceartmuseums.com/baptistry-of-san-giovanni/ 
For an image of this building go to: http://www.travelingintuscany.com/engels/firenze/baptistery.htm 
 
 

https://www.florenceartmuseums.com/baptistry-of-san-giovanni/
http://www.travelingintuscany.com/engels/firenze/baptistery.htm


 

Results: Students wrote “passionate speeches.” Often, the same students posted several times, 
returned to the same assignment, and engaged again and again in a debate with their peers (p. 
23). This type of knowledge construction is almost impossible in a traditional classroom or in the 
online environment with a more traditional and impersonal assignment formulated as “compare 
and contrast.” Students see the history of art unfold through the writings of the 15th century 
Italian participants, Brunelleschi and Ghiberti. They were motivated online learners, their 
learning experience was more personalized, and they were free and encouraged to exercise both 
curiosity and creativity – essential components of engaged learning. 
 
Excerpt from a student’s feedback: 

“The role-playing element is exciting, it gives the assignment a certain flare and dynamic 
and really gets you involved in the mindset of the time period from a writer's perspective! 
Thanks for an interesting assignment, totally refreshing. Teachers usually have you just 
write about stuff without really having you get into the mindset of someone in the time 
period. I enjoyed reading other classmates’ postings; it is really interesting to observe the 
way in which different students digest this assignment! (…)” (Summer 2010, History of 
Art II) 

 
IV.  ANTICIPATING THE FUTURE  
As we move forward toward a post COVID-19 existence, how will our return to “normal” look 
like? Predictions on this matter do vary. 
 
The Brookings Institution’s Blog post (October 2020) “Can Public Education Return to Normal 
after the COVID-19 Pandemic?”xiii is rather pessimistic:   

“The shutdown has caused new conflicts among and between parents, teachers, 
employers, and district leaders, as all negotiate the details of remote learning and whether 
schools should begin to offer in-person instruction. The crisis has also amplified long-
brewing conflicts about inequitable funding and access to quality teachers and effective 
instruction, as the differences between educational “haves” and “have-nots” have 
widened.  (…) Regardless of how long or short a time the current pandemic lasts, the 
“normal” in politics and schooling is unlikely to return anytime soon.” 

 
The American Council on Education is more pragmatic:  It provides a 53.45 mins video in which 
a panel discusses how institutions should begin to plan for a sustainable, thriving, and inherently 
more hybridized future, and its website’s opening paragraph notes:  

“The long-term impact of the COVID-19 pandemic will reshape higher education, 
accelerating long-gestating trends toward new academic modalities; student, faculty, and 
staff experiences; and institutional strategy, organization, and operations. Even as the 
higher education sector continues to react to the immediate and acute emergencies of the 
pandemic, university and college leaders need to begin considering the lasting impact of 
COVID-19 and its effect on their institutions.”   
https://www.acenet.edu/Pages/Engage/Higher-Education-after-COVID-19.aspx 

  
Among our first steps is the need to evaluate the impact of this Emergency Remote Teaching. 
Hodges et al. identified eight evaluation issues : 

https://www.acenet.edu/Pages/Engage/Higher-Education-after-COVID-19.aspx


 

1. What internal and external resources were necessary in supporting this transition? What 
(institutional, social, governmental influences) affected the feasibility and effectiveness 
of the transition? 

2. How did the university interactions with students, families, personnel, and local and 
government stakeholders impact perceived responsiveness to the shift to ERT? 

3. Was the technology infrastructure sufficient to handle the needs of ERT?  

4. Did the campus support staff have sufficient capacity to handle the needs of ERT?  

5. Was our ongoing faculty professional development sufficient to enable ERT? How can 
we enhance opportunities for immediate and flexible learning demands related to 
alternative approaches to instruction and learning? 

6. Where did faculty, students, support personnel, and administrators struggle the most with 
ERT? How can we adapt our processes to respond to such operational challenges in the 
future?  

7. What were the programmatic outcomes of the ERT initiative (i.e., course completion 
rates, aggregated grade analyses, etc.)? How can challenges related to these outcomes be 
addressed in support of the students and faculty impacted by these issues?  

8. How can feedback from learners, faculty, and campus support teams inform ERT needs 
in the future?  

 

As we move forward, the following question is inevitable: What challenges are facing us as we 
begin to articulate our long-term plans? 
 
The Digital Promise survey lists seven challenges to our digital transformation of learning and 
teaching:   

1.  Embed digital at the heart of university culture: Leadership and vision are essential for 
transformation as digital becomes a central feature of learning and teaching. 

2.  Invest in the short term but with a long-term strategic view: Most university learning and 
teaching infrastructures need significant upgrades to support the expansion of online learning and 
teaching - careful long-term planning is needed to ensure investment is strategic. 

3.  Explore new economic models for high-quality blended learning at scale: Scaling up high-
quality blended learning and teaching takes considerable time and investment. If the shift is to be 
sustainable, affordable and widespread, work is needed on the economics that will allow 
transformation. 

4.  Curriculum redesign: Embrace blended learning - Focusing on learning design, with student 
involvement, will ensure that it achieves high-quality outcomes and makes a difference by 
shaping fully accessible and inclusive learning. 

5.  Expand the digital skills and confidence of students and instructors: Increasing all-round 
digital confidence remains a priority. 



 

6.  Communicate the benefits of blended learning: Evidence shows a significant increase in the 
acceptance of digital learning and teaching, but further attention is required to understand and 
meet shifting perceptions, both within and beyond the sector. 

7.  Strengthen the response to digital poverty: The digital divide was brought into sharp relief in 
2020 with students’ differing levels of digital access. This remains a priority concern for all 
groups and additional resources are needed to level up opportunities. 

 
V.  Two Concluding Remarks 
As noted in our Introduction,  Educause’s Dec 11 2020 poll clearly states that future successes in 
higher education will rely on key technological innovations and effective cross-unit 
collaborations and investments.  
  
As educators at the post-secondary level of education begin to plan for a post-COVID-19 
teaching and learning environment, blended learning or hybrid learning are two types of 
instructional teaching and learning models which will increasingly provide effective options to 
the traditional face-to-face forms of educational instruction. 
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ABSTRACT 
 

The paper first reviews much literature dealing with the historically established role 
of mathematics as a requisite component of the curricula of education: whether secondary 
or tertiary education.  Of course, the long-standing realization, that one intrinsic property 
of mathematics is its attribute of providing human-written statements which are 
irrefutably true [e.g., Euclid], serves as inspiration for this curricular mainstay.  
 

Thus, Science is that human activity dedicated to providing the very explanation for 
any particular naturally occurring phenomenon.  Accordingly, the hope in academia would 
be that the teaching of mathematics,  would therefore (as if directly ) enhance/expand our 
collective scientific knowledge. 
 

Nonetheless, the literature of the history of Science reveals that mathematics is 
not a science since it is a language: a separate art form which is not a requisite for Science 
(to wit: Charles Darwin, Nobel Laureate K.Z. Lorenz).  
 

Therefore, we first examine a literature of epistemology, revealing that we do 
understand quite well a near-algorithmic description of this process, historically 
established, by which Human Knowledge advances.  One can find that this description 
applies to—and provides—an algorithmic description of two earlier, though successive, 
procedures (first chemico-genetic, then chemico-neural) by which life on Earth has been 
established, then ‘ensured’. 
 

Reflections on our human (extra-corporeal) model-building activity then led us to 
note that many leaders in the “scientific community” are not aware that this early 
(‘ancient’) approach (conjectural hypothesizing) for gaining and advancing human 
knowledge has been replaced by the six-stage Scientific Method, no longer being merely 
metaphorical (‘mental’) constructions,  or being just hypothetical conjectures. The 
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recognition at our Modern Science is entirely well-grounded on one’s  mental reflection(s) 
upon preceding observation(s) of Nature. 
 

The paper’s objectives are to provide a firm basis for criticizing that literature which 
had claimed to establish a [‘the’] Scientific Method. A secondary objection is to reveal that 
the literature of the history of science does indeed  uncover a pertinent biological property 
of Science itself, this being the previously unconscious mimicry of a quite natural model-
building process (chemico-genetic, then chemico-neural) for survival. 
 

A consequence: This revelation has implications for Education Policy, particularly as 
it advises our Educational Leadership of the pertinence of teaching the Scientific Method as 
itself being a quite human process, yet one with implications for biological survival. 
 

Our goal: We reveal how the literature of the philosophy of science has failed to 
recognize that the success of (our) Modern Science depends on mental reflections that are 
founded on already conducted observations. 
 

We conclude therefore with a corrective regarding the possible misconduct among 
scientific investigations, the corrective emphasizing the now-established biological 
foundation of our (human-conducted) Scientific Method.  
 

PREFACE 
 

Science is that human activity devoted to the search for the very explanation for (i.e., for 
the truth about) any particular naturally occurring phenomenon. 
 
 Our Modern Science, beginning roughly with the 17th Century, then quite concretely 
early in the 18th Century, has historically proved successful in acquiring and accumulating  
additional Human Knowledge. 
 
 This historical record of Science reveals indeed the “Scientific Method,” the very 
process/procedure by which this success has occurred: The result is the exposition herein of a 
six-stage model-building process accounting, itself, for the true philosophy of science.  The 
paper underscores this conclusion by concurrently arriving at another: This model-building 
process must be the only philosophy of science (and, the only Scientific Method).  
 

Furthermore, early (Mid-19th Century) philosophers had sought [Whewell, 1860, e.g.) to 
understand just how this process was being conducted so successfully at the time.  

 
In this paper, we relate how the history of Science provides this very understanding: a 

six-stage model-building process which incorporates those stages which Science has historically 
required in order to recognise the need for corrections in successive models of any particular 
naturally occurring phenomenon. 

 
We then proceed to further conclusions regarding the conduct of  “ Science ”: both the 

‘evolutionary’ comparison of our (Mankind’s) notions regarding truth-seeking itself and the 



evolutionary comparison of differing cultures’ alternative processes for seeking the truths which 
characterizes our Modern Science. 

 
In so doing, we uncover neurologist JZ Young’s 1964 conclusion re the uniqueness of 

Mankind among the biological species: viz., we provide models for survival outside the genetic 
and the neural systems.  We provide corroborations for Young by noting that each of the two 
biological systems [a. chemico-genetic; and b. chemico-neural (yet, for any of the ‘higher’ 
species, those possessing a neural system capable of memory-and-recall)] are engaged in 
building, however unconsciously these may be conducted, biological models for survival.  We 
note that the conduct of our Modern Science is actually an isomorphic mimicry of this quite 
biological process. 

 
Each of these Three Worlds (here distinguished from those of philosopher Popper‘s so-

called ‘three worlds’) are completed, often without cognitively advancing Knowledge, (via the 
same six-stage model-building process) which categorises (i.e., depicts) our Human species’ 
extra-corporeal model-building. 

 
We acknowledge hereby in the paper a realization that many times scientists today 

conduct their model-building, but finding that randomness (stochasticity) need be incorporated in 
a particular model.  We therefore can advocate the slight adaptation to one’s model-building 
process (one still conducted via the same six model-building stages). 

 
The present paper then provides an introduction of the role(s) of mathematics in Science: 

Sufficient? Necessary?  Dependent on the mathematician’s theorem-proving process? We return 
in the later Sections (below) to mathematics as an alternative, but nor necessary language for 
model-building. 
 

ADDITIONAL PREFATORY REMARKS 
 

 We develop an understanding of the distinction between our Modern Science and that 
human activity earlier referred to (by the ancient Greeks, e.g.) as ‘natural philosophy’.  First, our 
Modern Science is actually [still] natural philosophy, yet now properly conducted: namely, 
observation must precede mental reflexion(s) thereon, as was pointed out by mathematician 
Cotes affront Newton’s early (ca. 1713) treatise on some mathematical foundations for natural 
philosophy. 
 
 Our review of the literature of the history of science reveals (uncovers) the ‘Method’ of 
our “Modern Science”: a model-building process conducted historically in six stages, each 
investigation motivated the search for the very explanation for (i.e., for the truth about) any 
particular naturally occurring phenomenon. 
 
 Science’s goal therefore requires inherent criticism, within the ‘Method’. We later 
expand on this very relationship to religion (as Mankind’s earliest science), but first relate, stage-
by-stage, and feedback-loop—by feedback-loop, the history of science’s revelation of the 
Scientific Method. 
 



 We then enquire of the nature of human creativity (of actually providing new Human 
Knowledge) itself, learning that this also be founded biologically: viz., by the analogy-making 
process recognised by ethologists, students of animal behaviour. 
 
 We then conclude the paper, confirming thereby the notion of religion as Mankind’s 
earliest science, via a review of the literature of comparative religion: Different religions 
typically provide differing, yet inadequate, support for Science (i.e., of both constraints on and 
welcomes for), the search for truth(s) about Nature. This different (yet commonplace) practice of 
conducting research enquiry still prevails and is also noted, yet discounted later, in Section 5. 
 
 

0. INTRODUCTION 
        

 Via the literatures of the history of science and the philosophy of science, we locate the 
features distinguishing our “Modern Science” from the preceding efforts conducted primarily in 
ancient Greece. This distinction was addressed quite explicitly by the mathematician Roger 
Cotes in his Preface to the 1713 Edition of Isaac Newton’s PHILOSOPHIAE NATURALIS 
PRINCIPIA MATHEMATICA [ “(Some) MATHEMATICAL PRINCIPLES (for) NATURAL 
PHILOSOPHY ” ]: viz., that any prospective scientist must have first observed a naturally 
occurring phenomenon, then reflected thereon before publicly voicing/publishing his/her 
hypothesized, conjectural conclusion: his/her ‘model’.   
 
 In the ensuing Section 1, we report our historical investigation first by understanding a 
review of artistic model-building, including an historical categorisation of Mankind’s models 
(physical artifacts; then, post-Sumerian advances in the use of clay tablets: written 
documentations). 
 
 We expand considerably on these categorisations, referring to an extensive tabulation of 
this, of Mankind’s, model-building [Table III]. Another conclusion here is that uncovered by the 
neurologist JZ Young: the single attribute distinguishing Mankind from the remaining species. 
 
 Then, in Section 2, our examination of the literatures of the history of science and of the 
philosophy of science further reveals that there is a ‘pattern’ by which our Modern Science has 
been (and continues to be) conducted (either individually and/or collectively).  As we shall 
observe, in our review of the literatures, the two activities (I. Reflective Observation; and, then II. 
Artwork: Model Expression) constitute the first two “Stages” of the Scientific Method, stages 
which are intended by the scientist to lead to his/her own advancement to Human Knowledge 
[viz., (to “Stage 0”: itself the current collection, at any point in time, of Mankind’s models, as 
housed in the museums and libraries worldwide, including cave-borne artistry and petrographic 
images)].  One concludes here that our Modern Science is therefore a re-introduction of the early 
Greeks’ natural philosophy, but one now amended to require that any investigation be initiated 
by more than mere conjectural observation (but mental reflexion thereon).  
 
 We return to this topic, as a Note Aside, toward the end of Section 5, noting that the 
procedure of the earlier natural philosophy is not an acceptable modus capable therefore to 
concluding a scientific enquiry. 



 
 This ‘procedure’ demands, as demonstrated within the literature of the history of science, 
a pair of mechanisms for conducting corrections: [Stage III: Perscrutation (thorough editorial—
logical and grammatical—scrutiny of any published model, plus this same treatment’s 
application by any other scientist/individual; then, Stage IV: Confirmation Testing, during which 
stage any of the model’s readers is entitled to ask whether any conclusion—impeccably derived 
from accepting as true the published model—will be found by observation to be true in Nature]. 
 
 The resulting Scientific Method incorporates two corrective processes, ending in the 
search for truth(s) about the external (observable) world: 
  

Loop III↑II, logico-grammatical; and Loop IV↑I, Nature’s Affirmation(s). 
 
[A third correction loop, Loop IV↑II, arises whenever a previously (Stage III) undiscovered error 
was not noted until Stage IV.] 
 The fifth (‘final’) stage [Stage V: Knowledge Augmentation] reflects truly the goal of 
Science (of any scientist). This six-stage model therefore provides an historically well-founded, 
and nearly algorithmic, model of the Scientific Method. 
 
 We then explore and confirm (in Section 3) JZ Young’s conclusion (1964) about the 
unique characteristic of our own species: viz., we construct (and mime extracorporeally) for our 
survival two quite biological model-building processes [A. genetic; and B. neural], each of 
which has been (and is, quite biologically actively, being) employed: isomorphically both stage-
by-stage and feedback-loop—by—feedback-loop today. 
 
 We arrive at a rather astonishing conclusion here: Modern Science’s goal (in seeking 
truth(s) about Nature) is actually a goal proven to be of the essence to biological survival itself. 
 
 In the terminal following two Sections (4 and 5) of the paper, we first deal (Section 4) 
with the underlying process beneath any scientist’s capability to ‘originate’ an advancement of 
Human Knowledge. This mental process is that of creativity, one which we (Mihram, 1972a 
[1970]) had shown to be founded on analogy, a conclusion then confirmed later by Nobel 
Laureate KZ Lorenz in his Acceptance Address for the Nobel Prize. 
 
 The second following Section 5, as well as Section 6, review the historical connexion 
between religion(s) and Science. We examine the literature of historians and philosophers, 
including Newton, Cotes, Whewell, Butterfield, Sarton, Popper, Alston, and Anawati.   We 
conclude therein with a primary observation as to why the success of our Modern Science (i.e., 
of the Scientific Method) has been so relatively restricted geographically to the Western World.  
 

In this very context, we review the longstanding (but continuing) re-appearance and 
misconception regarding another process which, it is believed, claims that scientific 
investigations can take place.  
 
 In Sections 7 and 8, we return to the role(s) of mathematics in Modern Science, then 
outline our deductions/conclusions afront Section 9 [“Summary”], then Section 10 : References. 



 
1. Mankind’s Uniqueness: Extracorporeal Model-building for Survival 

 
 We report this historical investigation by referring the reader to an earlier paper (Mihram, 
1972b), a lengthy review of artistic model-building, with its historical categorisation of our 
(Mankind’s) models (physical artifacts, including, e.g., petroglyphs; then, post-Sumerian 
advances from the use of clay tablets: written documentations.  We will here for now insert first 
the quite pertinent conclusion of neurologist JZ Young (1964): 
[viz., Mankind’s uniqueness among the species is that  

 ‘By using tools and written language, we construct models for survival outside the 
 brain and outside the genetic system.’]. 

We then, secondarily, note at this point that Mankind has indeed provided our Modern 
Science with three grammatically distinct linguistic forms: 

    Form i.   Natural language: used by scientists for a first-person description of Nature; 
    Form iii. Mathematics: used by some scientists for a third-person formalisation;  and, 
    Form ii.  Computer-programming languages for a second-person algorithmic 
                              presentation. 
 
 We shall attend to the pertinence of these two conclusions in the historical derivation of 
our Modern Science’s ‘Method’ later (in Sections 2 and then 6). 
 

2. Modern Science: Its Six-stage Model-building Process 
 

 In this Section 2, we shall show the development of the ‘Method’ by which scientists 
have so successfully advanced Human Knowledge during the past several centuries. In so doing, 
we provide for the philosopher (and theologian) Whewell (1860) the answer as to how 19th-
Century scientists had indeed become quite adept at securing so many truths about Nature.   

Since our Modern Science is well-defined as  

 ‘that human activity devoted to the search for the very explanation for (i.e., for 
the  truth about) any particular naturally occurring phenomenon’, 

    ----[cf. O.E.D. (1989: entries no. 4.a and no. 5.b)], 

then the description herein provides the very answer which Whewell had sought in 1860. 
 
 Furthermore, we have been prompted by philosopher Alston’s stated religious-based 
motivation (1996) for his book [Realist Conception of Truth] to note that this acquisition and 
accumulation of Human Knowledge (of truths about Nature) is conducted by means of a model-
building process to which we can refer as the Scientific Method. 
 
 This six-stage model-building process possesses three corrective feedback loops—
depicting error detection (falsehood or linguistic inaccuracy)—and its correction appears in this 
Section 2, yet in Section 3 this six-stage model-building process, together with its positioned and 
oriented feedback loops, is shown to be an isomorphic mimicry of a (single) biological process 
by which the survival of all Life on Earth has to date been assured. This single biological process 
for survival had itself evolved, prior to Mankind’s use of tools and language to construct extra-



corporeal models for survival:  first, via chemico-genetic modelling, each plant and animal 
species ensures (however unwittingly) its survival; then, via chemico-neural modelling, the 
‘higher’ species of animals (those with memory-and-recall capabilities) enhanced the survival of 
their respective individual members via the same six-stage process. 
 
 In this Section 2, we show that the history of science reveals the very philosophy of 
science (i.e., the Scientific Method).  This awareness that Science, that human activity devoted to 
the search for the very explanation for any particular naturally occurring phenomenon, is 
conducted as a model-building process, yet one which itself derives from the understanding 
among computer scientists that every computer programme is actually a simulation model, any 
one of which requires tests of its credibility (Mihram, 1972a,b).  Simulation models are so 
designed and constructed in accordance with a six-stage process [Mihram, 1970, 1972c): See 
also the present Figure 1, the right-most of its three diagrams.] 
 
 At the conclusion of this Section 2, we point out historically that humanists and men of 
letters have invoked the metaphorical process as a means for conveying to others their 
understanding of some aspect of Nature.  This process, conducted over centuries (as opposed to 
decades/years for our more contemporary science), is the same six-stage process that has become 
our Modern Science’s [Scientific] Method. 
 

 The six stages of the Scientific Method are depicted as a feedback-laden process by 
which Human Knowledge is acquired and accumulated [Mihram (1970): its Fig 5.2; and the 
rightmost diagram of the present Figure 1: 

  
Extant Knowledge     { Stage 0 } 
Observation + Reflexion  =  Insight   { Stage I } 
Postulated Hypothesis     { Stage II } 
Perscrutation      { Stage III } 
Confirmation      { Stage IV } 
Knowledge Contribution/Extension   { Stage V }  . 

 
At any point in time, there is {0} an extant accumulation of Human Knowledge, best 

recognised as the total collection of all the museums (including cave walls and petroglyphs) and 
libraries worldwide. 

One of us, observing some previously unexplained phenomenon of Nature, reflects on 
that observed matter and, in accordance with the “Aha!” experience which Nobel Laureate 
Lorenz agrees [with our earlier (Mihram and Mihram, 1974(1971)) paper: cf. Table I, below: 
Item 4a] can be attributed to analogy-making [the Table’s Item 6], arrives at a likely explanation 
for the observed phenomenon, thereby concluding Stage {I}. 
 

The non-hermitic among us then postulates his/her hypothetical understanding {Stage II} 
by constructing in some artistic format a model: a sketch, a painting, a book, a mathematical 
treatise, a computer programme, a manuscript.  

 
He/She then transmits this (e.g., the manuscript) to an editor for its thorough review 

{Stage III: Perscrutation}, during which any error [typographical; logical; failure of any ‘Eq 
(31)’ therein to be compatible with its or an earlier author’s ‘Eq (5)’, e.g.] within the manuscript 



will lead the editor to return it to the author for correction {Feedback Loop: III↑II}. This 
feedback would be repeated until all errors located by the editorial review are corrected. 

 
Once a scientist’s model has been published {end of Stage III}, humankind (Science) 

requires one further test of its credibility: viz.,  
Does any impeccably logically derived conclusion, following from accepting as true the   

published model, hold forth in Nature?   

If not, humankind is asking that the author (or, his successors) return first {Feedback Loop: 
IV↑I} to re-examine{I} the natural phenomenon, then return with a corrected hypothesis {II} 
and then despatch this to an (or another) editor for its dissemination {III}. 

 
 

 

 

 
Figure 1:  Popper’s Three Worlds as One Biological Process 

  
 



 It is of course logically possible (as with, say, a complicated computer programme) that a 
logical incompatibility between a scientific model and Nature may be the result of an earlier 
undetected grammatico-logical error (a ‘bug’ in the programme), so that a third corrective 
{Feedback Loop: IV↑II} in the academic process would instruct one to return from Stage IV 
directly to Stage II (rather than Stage I for further observation of Nature). 
 
 Indeed, the discovery of Neptune shows that these three types of feedback mechanisms 
describe this intrinsic character of the Scientific Method (Grosser, 1962), the issue having arisen 
because of a 19th-Century failure of Newton’s 17th-Century ‘model’ of gravitation to account for 
the location of Uranus.  (A similar demonstration of the feedback mechanisms can also be 
applied to Darwin’s scientific model of evolution:  Today, the fields of genetics and 
microbiology themselves individually serve as its confirmatory tests.) 
 
 The result?:  The six-stage model-building process of the simulation methodology 
(Mihram, 1970; Mihram and Mihram, 1974) of computer scientists has served to uncover the 
Scientific Method itself, yet by means of an examination of the history of Science.  Science 
accumulates {Stage V} in accordance with a near-algorithmic six-stage model-building process 
(the Scientific Method: Stages 0 through V).  An implicit Feedback Loop {V↑0} in effect 
connotes Human Progress [(Mihram and Mihram, 1971). Indeed, we are suspecting that the 
present paper, e.g., may well serve to terminate Popper’s 1976 “Unended Quest [for the 
Scientific Method]”. 
 
A Note on Science’s Predecessor: The Metaphorical Process of Mankind’s Humanists 
 
 One can note that, over lengthier periods of time, men of letters have employed the 
metaphorical process in order to construct human understanding of natural phenomena.  For 
example, both the Great Chain of Being and the Metaphor of the Circle were early metaphorical 
descriptions of what we recognise today as Darwin’s and Newton’s scientific models of 
biological evolution and gravitational mechanics, respectively.  Linguistic corrections and logical 
imperfections of each of these metaphors, when subjected to the tests of attempted confirmatory 
observations, have led to their inclusion as exemplars of the progress (Popper, 1962) of Human 
Knowledge:   
 

See Item 3 of Table I below (next page). 
 
 
 
 
 
 
 
 
 



 
 
 
 

 
Table I 

                                  The Intimate Relationship Shared by Scientific Method and Biological Survival 
(A Critical Bibliography) 

[Excerpted from:  Proceedings of the Eighteenth Annual Hawaii International Conference on System Sciences, 1985.] 
 

Page 313 of  “Credibility: Every Computer Programme is a Simulation Model”, by 
G. Arthur Mihram (P.O. Box No. 1188; Princeton NJ 08542) and 
Danielle Mihram (New York University; New York, NY 10012). 

 
 

1.  The credibility of computer-directed simulation models is a six-stage model-building process: 
JOURNAL OF STATISTICAL COMPUTATION AND SIMULATION: 1: 35-44, 1971; 
SIMULATION: STATISTICAL FOUNDATIONS AND METHODOLOGY, 1972 (1970); and, 
OPERATIONAL RESEARCH QUARTERLY 23: 17-29, 1972 (1971). 
 

2.  The Scientific Method is this same modeling process of six stages, conducted historically: 
IEEE  TRANSACTIONS, SMC-2: 621-629, 1972 (1971); 
THEORY AND DECISION 7: 67-94, 1976 (1973); and, 
SCIENCE 191: 790, 1976. 
 

3.  The metaphorical process of Men of letters, of Humanists, is this model-building process, conducted historically over 
centuries: 

PROCEEDINGS, SEVENTH INTERNATIONAL CONFERENCE ON CYBERNETICS: 635-6441, 1973. 
 

4.  THE ACQUISITION AND ACCUMULATION OF HUMAN KNOWLEDGE IS THIS SAME MODELLING PROCESS: 
International Journal of General Systems 1: 41-60 and 2811, 1974 (1971); AND 
Modeling and Simulation 8: 1003-1012, 1977 (1975). 
 

5.  THIS SINGLE MODEL-BUILDING PROCESS HAS GUIDED MANKIND, IN OUR QUEST FOR TRUTH(S), FROM MYTH TO METAPHOR TO MODEL: 
Pacific Telecommunications Conference B6: 30-361,2, 1981 (1974); 
General Systems Research and Design: 537-5461,3, 1981 (1978); AND, 
Relation Between Major World Problems and Systems Learning: 283-2903, 1983 (1982). 
 

6.  THE NEURAL OPERATION OF THE ADULT MIND (THE LEARNING PROCESS) IS THIS SAME MODELLING PROCESS: 
Role and Effectiveness of Theories of Decision in Practice 320-327, 1975 (1972); AND, 
Compstat 1976: 256-263, 1976. 
 

7.  EACH OF POPPER’S THREE WORLDS (GENETIC; NEURAL; MAN-MADE) IS CONDUCTED VIA THIS SAME MODEL-BUILDING PROCESS: 
Systems Thinking and the Quality of Life, 464-473, 1975; 
Nature 263: 620, 1976; 
An Epistle to Dr. Benjamin Franklin, 1975 (1974); AND, 
American Scientist 67: 394, 1979. 
 

8.  MAN’S SEARCH FOR NECESSARILY UNIVERSALLY ACCEPTED TRUTH IS MODERN SCIENCE, CONDUCTED BY A SIX-STAGE MODELLING 
PROCESS WHICH MIMES NATURE’S SURVIVAL PROCESS: 

Proceedings, Statistical computing Section, AMER. STATISTIST. ASS’N: 265-270, 1979; 
Contributed Papers, 143RD Nat’l Meeting, AMER. ASS’N ADV. SCI.: 26, 1977; AND, 
Biometrics 37: 615, 1981. 

_____________ 
1.  Paper co-authored with Danielle Mihram. 
2.  Paper, using the historical perspective to understand this evolution of our knowledge of electricity and magnetism, reveals 

why our move into our Age of Tele-communications is to date an historical regression, not progression, from the Age of 
Reason founded on and controlled by the written and printed word. 

3.  Paper, using comparative religion to note its own historical evolution, the progression of religions worldwide, includes as a 
logical corollary the resolution of the contemporarily revived debate between evolutionists and creationists. 

 
 
 



3. Two Biological Bases of the Scientific Method 
 

 We here examine neurologist Young’s conclusion regarding the two biological model-
building processes preceding our human-conducted Scientific Method:  

A. genetic, then B. neural.  
  
A. Chemico-genetic Model-building 
 
 In this Sub-section [A], we establish that our extracorporeal model-building process (i.e., 
Modern Science) is quite a biological one, actually one preceding Mankind as one of the 
biological species. Indeed, we confirm—with both this result and that of the succeeding Sub-
section [B]—that neurologist JZ Young’s conclusion regarding the unique characteristic 
separating Mankind from the remaining animal species is quite correct. 
 
 If one views at any point in time the complete set of existing genes, whether living or 
dormant, as Life’s “Extant Knowledge”, one has the equivalent of the Stage {0} describing the 
Scientific Method in Section 2 above. Though one requires a near-Lamarckian attitude to explain 
how early chemicals “learned” or compared combinations, the result tends to imply that a 
process quite akin to “observation and reflexion” took (and takes) place genetically, leading to 
chemical structures which could accumulate energy sufficiently so as to reproduce themselves 
(unisexual at first). These two aspects of Life (conserving both energy and information) describe 
a {Stage I} within biological evolution genetically. 
 
  One could here conveniently note the biological phenomenon, “lateral genetic 
transformation,” in which bacterial ‘species’ have been observed to transfer from one bacterium 
to another some of its genetic content. It is though a ‘method’ to unwittingly “consume” another 
bacterium, yet use the ‘undigested’ genetic material as its own, then transmitting this to 
succeeding ‘generations’.  
 
 Among the bisexual species there eventually developed a process (as if a sperm were 
making a postulate to an egg) to forward (as a ‘manuscript’) its genetic hypothesis {II} as a 
“model” of proven capability for survival.  The gamete of one sexual partner, when presented to 
one of the other genre (sperm to egg, e.g.), is akin to a perscrutation process {III}, though the 
concern as to whether the egg “editorially reviews” the sperm’s genetic grammar/encoding is 
probably resolved by the egg’s simply detecting on the surface of the sperm an acceptable 
chemical code there before admitting entrance to the sperm.  
 
 One might do well to relate the present discussion to the left-most diagram of the three 
isomorphic diagrams in the present Fig. 1.  If, as would be the case with most inter-species 
sodomy, the egg rejects the sperm, then the feedback loop, {III↑II}, has been (quite 
unconsciously) activated, essentially the Gene Pool making a ‘statement’ as if to say “Go try this 
somewhere else, buddy!”.  Even so, if a fertilized egg forms and a progeny results (even in this 
case of biological sodomy), then Nature itself will ‘perform’ a Confirmation Test {IV}: Will the 
progeny be sufficiently fit to survive to its own age of puberty?  If not, then the second feedback 
loop {IV↑I} is essentially being ‘activated’, as if advising the Gene Pool to ‘locate’ another egg-
sperm pair (or sibling) for its own confirmatory testing (of survival to its age of puberty). 



 
 Indeed, the remaining (third) feedback loop {IV↑II} associated with our [Mankind’s] 
model-building process for seeking out the truths of the world about us, also occurs in the case of 
inter-species sodomy: The mule, e.g., does live to its own age of puberty, but, as is rather typical 
of the result of such sexual unions, is sterile.  (It is of course tempting to note that certain human 
conjectures, of the extra-corporeal sort, suffer this fate of “impotence” toward creating further 
credible Human Knowledge.) 
 
 Potent progeny which survive to their own age of puberty {V} become a “Knowledge 
Contribution” to the Gene Pool, so that survival of the species persists, thereby demonstrating the 
ultimate Feedback Loop, {V↑0}. 
 
B. Chemico-neural Model-building 
 
 The ‘higher’ animals, those possessing a neural system with a memory-and-recall 
capability, have progressed to use differently this biological model-building process for 
enhancing the survival of the species’ individual members.  Evolving from the chemico-genetic 
model-building capability, any member of such an animal species shows its ability to learn from 
its experiences and to employ this information (but in a ‘chemico-neural grammar’) so as to 
enhance that individual’s survival to at least its own age of puberty. 
 
 The procedure is quite well demonstrated by the mental model-building process 
employed by the human adolescent, busily engaged [unlike children (Inhelder and Piaget, 1958)] 
in building a mental model for his/her conduct as an adult in the nation/society into which he/she 
is about to enter: viz., the formation of his/her personality [cf. also: Inhelder and Piaget, 1958]. 
(This exemplary process is captured in the central diagram of the present Fig. 1): 
 
 Therein, one’s Extant Knowledge {Stage 0} is, at any point in time, the complete 
collection of the ‘neural recording’ of one’s experiences, including instructions from others:  
his/her complete neural recording in the brain. 
 
 The adolescent, conducting observations of adult (and/or peer) behaviours, reflects 
mentally on these and arrives at an “Insight” regarding a possible behavioural mode for 
himself/herself {Stage I}. 
 
 The individual then deposits (‘writes mentally’) this proposed model for behaviour into 
his/her own neural archive as a “Postulated Hypothesis” {Stage II}. 
 
 The more reflective that the individual has trained himself/herself to be, then the more 
likely he/she will conduct his/her own thorough “editorial review” {in Stage III} by asking 
himself/herself whether the self-proposed behaviour would, if conducted, be in accordance with 
the principles of his/her religious and/or national upbringing.  For example, would the behaviour-
to-be, if affecting others, remain in consonance with the Golden Rule? 
 



 If any such ‘test’ fails, then the responsible individual will need to return to Stage II  
(Feedback Loop {III↑II} so as to form another mental model, then subject this to its own 
Perscrutation process {III} before even implementing the behaviour. 
 
 However, once implemented/enacted, the adolescent will be subjecting his mental model 
for behaviour to a “Confirmation Testing” {IV}.  In the extreme case, incorrect behaviour could 
subject him/her to a jail cell as an excellent environment in which to conduct mental reflexion 
{I}, as shown by the Feedback Loop {IV↑I}, before returning to the nation/society with a 
revised postulated hypothesis {II} and its own mental scrutiny {III} as a proper (i.e., more 
correct) model for behaviour. 
 
 Again, it is quite possible that the extreme measure (jail; or, the schoolroom’s ‘dunce’s 
stool’) is not required.  Rather, a corrective feedback move from Stage IV directly to Stage II: 
{IV↑II} is sufficient, a personal move correcting a small mental error before proceeding with 
this  new model  to its own Perscrutation {III} before implementation {IV}. 
 
 The goal of the adolescent is to reach adulthood with his developed personality (and, 
hopefully, with an ability to construct with rectitude other ‘mental models’ for understanding not 
only the social structure but also the natural environment surrounding him/her). 
 
 Similarly, ethologists have noted that the behaviour of the members of other ‘higher’ 
species of animals is clearly conducted by corrective feedback loops, demonstrating the ‘learning 
process’, though the internal neural ‘language’ within the brain for this remains still under 
investigation. 
 
C. On Confirming JZ Young’s Conclusion 
 
 These two ‘patterns’ (chemico-genetic and chemico-neural) therefore are actually two 
successive biological ‘implementations’ of a single process which accounts for the survival of all 
Life on Earth to date.  What we here (above) describe as Mankind’s own extracorporeal process 
(Modern Science’s ‘Method’) for advancing and accumulating Human Knowledge becomes our 
own previously unwitting mimicry of Nature’s established procedure for ensuring survival 
biologically. 
 
 By conducting (our Modern) Science in strict accordance with its Scientific Method, we 
are now consciously, though previously unwittingly, conducting (via a previously un-noticed 
mimicry) Nature’s model-building process for biological survival. 
  

We here note that it would be quite remiss for one to report that a quality adequate for 
publishing a manuscript as a ‘scientific contribution’ would be that it would be for now ‘a result 
that everyone can agree on’.  Rather, for Modern Science it would need be more like a result that 
everyone must agree on [because of its underlying (rather biological) characteristic of ‘ensuring 
survival’].  
 
 We return to this point, after the discussion surrounding Table III, to note that this earlier 
notion of ‘scientific enquiry’ in ancient Greece needs to be stifled.  



D. A Note Aside 
 
 We have been pleased to have received (See Table II) a number of complimentary 
comments as correspondence regarding the several conclusions above.  We supply them as a list 
of evidence serving as ‘confirmatory testing’ for the conclusive representation (by Figure 1’s 
right-most diagram) of the Scientific Method as both a near-algorithmic and a quite biologically-
founded) process.  One might also examine the Preface of the Reference (Lorenz, 1975/4), 
wherein the appreciative comments of Nobel Laureate John C. Eccles adjoin those of Nobel 
Laureate Konrad Z Lorenz. 
 

4. Scientific Creativity: Its Own Analogical Under-pinning 
 
 We maintain that Mankind’s search for truth(s) is an essential human condition:  
first, myths; then, as exemplified by humanists and men of letters: metaphors; and, then, by 
Modern  
 Science’s model-building.  We have delineated above the Scientific Method (as a direct 
continuation of these earlier ‘formats’), showing it (they) to be a six-stage model-building 
process, one which not only is virtually algorithmic in its nature but also is a direct (and 
isomorphic) mimicry of the Metaphorical Process of Men of Letters [cf. Table I’s Item 3 (1973)]. 

  
 Yet, how can we understand that the commonplace occurrence of analogy-making is an 
(i.e., the) underlying basis for an individual scientist to arrive at NEW Human Knowledge?  
This becomes a matter of accounting for human creativity, a subject serving more recently as the theme 
of a professional, scientific conference: ‘Creativity’ at the 2016 Meeting of the Society for Literature, 
Science, and the Arts. Our paper there (Mihram and Mihram, 2016) on ‘Distinguishing Scientific 
and Artistic Creativity’ noted that the advancement of (i.e., any new) Human Knowledge has at 
its basis: analogy. 
 
 The ‘creative’ portion of any scientific advance is [mental] analogy, an exemplar of 
creativity [Mihram and Mihram, 1974(1971)]. Indeed, this conclusion was reached prior to 
Konrad Lorenz’s Nobel Prize Acceptance Address (12 December 1973), “Analogy as a Source 
of Knowledge”, yet was then complemented via personal communication from him re both our 
1971 paper and his own early (mental) reflexions on the issue:  
 
  “Everything we can know is based on a model of analogy of real things, built up in our nervous 

system [His emphasis here].” 
 

It is of some merit to remark that earlier Whitehead (1926) in his lecture, “Religion in the 
Making”, noted two characteristics of creativity: that of the mental, but then this is secured 
(better) by the physical (i.e., by the observed): to wit, “abstract creativity can procure nothing.” 
He therefore underscores the distinction accorded to scientific advances: creativity substantiated 
by observation, also thereby illustrated in Figure 1, above. 
 
 Our (historically speaking: new) natural philosophy (viz., Modern Science) demands 
therefore that scientific creativity indeed requires, à la Whitehead, mental reflexions, but only 



those founded on observation(s). Indeed, our updated natural philosophy (i.e. Modern Science), 
being a revision of that of the ancient Greeks, requires that any scientific investigator’s  
 

 

TABLE II   CORRESPONDENCE REGARDING FIGURE 5.2. 
(cf. Page 260, SIMULATION: STATISTICAL FOUNDATIONS AND METHODOLOGY, Academic Press, N.Y.) 

 
 SIR MAURICE G. KENDALL (Past President of the Royal Statistical Society and of the Operational Research Society [05.12.75]): 
“I have now had a chance to look through your paper2 on models and … I found it of very considerable interest. …Man is indeed 
a model-building animal, and I suppose in a sense language itself is model-building…. I certainly agree that a session (on the 
subject) would be a very interesting one and I should be glad to take part.” 

DOCTOR JOHN H. KNOWLES (President, Rockfeller Foundation [28.06.78]); 
“As for Telecybernetics4, I think you have some very good points about the Age of Tele-communications … Reality as it is 
conveyed by the mass media can … lead us one and all to believe things that simply don’t exist.” 

NORMAN HACKERMAN (President, Rice University [23.07.74]): 
“I have … read your reprint1 … and have done so with great interest. I particularly appreciate the attempt to show that creativity 
in the letters and in the sciences is parallel.” 

KENNETH E. BOULDING (Past President, American Economic Association [08.07.75]):“I found your paper1 interesting … in the 
parallels between criticism in art and literature and testing of models in science, as I think the two processes are quite parallel.” 

RICHARD M. CYERT (Past President, The Institute of Management Sciences [20.08.74]): 
“I think your propositions1 about human learning and human knowledge are verified by psychological research into the learning 
process.” 

KONRAD Z. LORENZ (Nobel Laureate [30.08.74]): 
I thank you very much … for sending your highly interesting paper1…. I realize that our thoughts have run on very parallel paths 
indeed. I used to add to trains of thought dealing with models and analogy that everything we can know is based on a model or 
analogy of real things, built up in our nervous system.” 

JOHN ZACHARY YOUNG (Fellow, Royal Society [15.10.74]): 
“As one who is using the concept of models, I find a systematic treatment1 such as yours very helpful…. yours seems to be 
reasonable and valuable.” 

C. WEST CHURCHMAN (Author of  CHALLENGE TO REASON [15.10.74]): 
“I certainly enjoyed reading your paper1…. I hope you will continue your work along the same lines.” 

STAFFORD BEER (Past President, Operational Research Society [03.11.74]): 
“Yes, I will refer it to the Annual, because it all needs to be said.” 

MARGARET MEAD (Past President, Amer. Assoc. for the Advancement of Science [13.01.75]): 
“Thank you very much for your paper…. The late Laurence K. Frank once made an intensive effort to find a case where art had 
followed discovery rather than preceded it.” 

GARRETT BIRKHOFF (Mathematics, Harvard University [28.02.75]): 
“I have forwarded … your interesting reprints1,2 (many of whose philosophical comments I endorse warmly, after reading them, 
to … Harvard’s program on the theory of decision-making. Thank you.” 

WILLIAM D. CAREY (Exec. Officer: Amer. Assoc. for the Advancement of Science [29.01.75]): 
“Thank you for sending me your paper2 on world models, which I found fascinating…. The central proposition, I take it, is that 
world survival hangs on reason in decision-making. I certainly agree…. (And) If one has to cope with multiple centers of 
decision-makers, each coming at a problem from different value sets and religious/philosophical base lines, then one has to 
employ negotiating methods in order to produce outcomes for survival. (But, in this event) The element of control suffers heavy 
damage, obviously, and the model spins on its wheels.” 
 
 
CITATIONS FOR TABLE II. 
1.  Mihram, D. and G. A. Mihram. “Human Knowledge: The Role of Models, Metaphors, and Analogy,” INTERNATIONAL 

JOURNAL OF GENERAL SYSTEMS: 41-60 and 281 (1974 [1971]). 
2.  Mihram, G. A. “A Critique of World Models,” pp. 464-473 of SYSTEMS THINKING AND THE QUALITY OF LIFE. Society for 

General Systems Research, Washington, D.C. (1975). 
3.  Mihram G. A.  “World Models: Mathematical. Neural, Political, Religious, or Simular?” New York (1975). 



4. Mihram G. A.  AN EPISTLE TO DR. BENJAMIN FRANKLIN. Exposition-University Press, New York (1975).  
 
  

underlying (premier) Stage [cf. I, above] must be founded on the physical (viz., observation, 
rather than philosophical speculation). 
  
 Indeed, as per mathematician Cotes’s Preface to Newton’s Mathematical Foundations 
for Natural Philosophy, 2nd Edition (1713): Modern Science may be natural philosophy, but is 
now historically amended to require that observation precede the prospective scientist’s mental 
reflexions thereon. He relates quite concretely the “old” versus our “new” natural philosophy: 
regarding the modelling process. 
  

As a note aside: the mathematician G. Polya [Mathematics and Plausible Reasoning,  
Princeton Univ. Press, 1954] has published works on analogy-making, thereby approaching 
creativity. Of course, mathematics teachers do regularly demonstrate the value of analogy via the 
assignment of homework exercises. Yet, even any mathematical advance will require that 
analogy has been employed beforehand. 
 
 In the present context, we first relate the finding that there is a quite scientific basis for 
mimicry (imitation) as a very natural motivation for not only understanding but also behaviour; 
indeed, analogy-making, we relate [See Entry 4a (1971) of the present Table I; then Nobel 
Laureate K. Lorenz, 1973a; then Leatherdale’s 1974 Role of Analogy, Model, and Metaphor in 
Science, North-Holland], is fundamental not only to the individual (Homo Individualis) but also 
to humankind (Homo Socialis), Latin terms employed by the Nobel Laureate Sir John C. Eccles 
in his 1975 Facing Reality, Springer-Verlag. Clearly, we wish to note our meetings both in 1975 
with Eccles (See the Preface of Entry 7c of the present Table I.) in Buffalo, NY and then in 1976 
Lorenz [Entry in the present Table II] in Altenberg, the latter one in which Prof. Lorenz noted 
our own (197l) publication as the origination of the result that analogy is the source of each 
advancement in knowledge  (His Nobel Prize Acceptance Address was delivered late in 1973.).   
 
  We note the relationship of the terms, ‘analogy,’ ‘metaphor,’ and ‘model’ [See the 1971 
Citation 1 of the present Table II.], with the definitions of the term, “mimetic”: 
  
         1. Apt to imitate; given to mimicry; imitative. 
         2. Characterized by mimicry; -- applied to animals and plants; as, "mimetic species; 

mimetic organisms. 
 

We also note that there seem to be significant implications to the human (i.e., to the 
Homo Socialis) evolution: moving from myth to metaphor to scientific model-building; from a 
religious connotation for the word ‘truth’ to its scientific denotation, one founded on “the actual 
state of affairs”. 

 
However, if the six-stage process by which Human Knowledge progresses is itself a 

nearly algorithmic process, then how does new/additional knowledge (of scientific validity, or a 
truth) arise?  Our answer relates revelation, a term favoured in religious circles, to analogy. 
Konrad Lorenz (noted above) probably worded this most succinctly: 

 



“I thank you very much … for sending your highly interesting paper [Mihram and Mihram: See 
the 1971 Item 4a of the present Table I .]….I realize that our thoughts have run on very parallel 
paths indeed. I used to add to trains of thought dealing with models and analogy that everything 
[his emphasis] we can know is based on a model or analogy of real things built up in our 
nervous system.” 
 

 Of course, not every analogy which each of us makes within/throughout any day is a 
model qualified as a scientific truth.  It is the role of the disciplined mind in “sorting the wheat 
from the chaff of metaphors” which leads to an advance in Human Knowledge.  One might as 
well here note how important in early Christianity was one’s possessing a disciplined mind: For 
example, each of the seven deadly sins actually was/is to be a mental constraint on one to avoid 
certain physical misdeeds. 
 

5. Religion: Evolving from Mankind’s Earliest, Now to Securing the, Scientific Method 
 

In this final Section, we recall Alston’s reference on truth (1996) to religion as the 
motivation for his concern about the failure among contemporary philosophers to acknowledge 
the realist conception of truth.  We note our earlier conclusion [Mihram, 1981(1980)] that 
religion is Mankind’s earliest science.  

 
We are prompted by René Girard’s comments on truth, science, and religion [FIRST 

THINGS 62: 27-31, 1996] to extend here our earlier paper, “Religion: Man’s Earliest Science,” 
prepared in 1980 and presented to the 1981 Joint Meeting of the American Association for the 
Advancement of Science and the Society for General Systems Research [See Entry 5b in the 
present Table I.], by tabulating a set of several identifying characteristics vis-à-vis each of eight 
or nine of the world’s major religions: cf. Table III, below. 
  
 We noted that every (major) religion has two fundamental characteristics:  
1) to provide for its adherents a “model” of the (physical) world (natural science, or Science); 
 and  
2) to provide for its society of adherents a structure, a “model” (social science, or Law) for 

behavior.  
         
  Since Science (quite generally: whether physical or bio-social) is our (Mankind’s) search 
for the very explanation for (i.e., for the truth about) any particular naturally occurring 
phenomenon, this concurring with the O.E.D.’s definition of  ‘science’ as Mankind’s truth-
seeking activity. 
 
  Yet, whenever one compares the major religions, one finds [cf. E.C. Blackman’s entry 
for ‘truth’ in his Theological Word Book of the Bible]: 
  

“In the O.T., with its connotation, truth [Hebraic] means ‘in accordance with Yahweh’s 
 will, as made known in the Torah’;  
yet, moving to the N.T., truth assumes its Greek connotation: ‘the actual state of affairs’.” 

 
 The second [N.T.] denotation is the bedrock of Modern Science, though some 
contemporaries, perhaps not themselves sufficiently reflexive, somehow seem to feel that this is 



not necessary.  We show also that this N.T. denotation itself provides a pertinent bedrock for 
Justice as well. Yet, one should remain aware that there is prophetic truth and, then, there is 
scientific truth. 
 
 Furthermore, such disparate notions of ‘truth’ surely imply important correlates. One 
such correlate is very strongly implied here: If the justification for a particular statement’s truth 
depends only on whether it does not confront negatively any specific set of religious dogma, then 
nearly every human-made statement’s ‘truth-status’ becomes a potentially automatically 
‘justifiable’ condition.  
 

Surely, this would explain such ready acceptance by certain chosen ones of ‘relativity’ 
vs. truth, thereby explaining such a person’s declaring that he/she can on his/her own decide to 
accept or reject any particular sentence, no matter however well-founded (as for science) the 
statement is. 
 
 Yet, the matter of “relativity” of truth would appear to be compatible with (or 
accountable to) such notions that one needs only his/her own acceptance of any written 
statement’s credibility (e.g., to be ‘true’). Such a person appears to state that  
 
S1: ‘Every/Any Man-made statement is [only] relatively true’. 
 
 This statement’s equivalent states:   
 
S2: ‘There is no Man-made statement which is true.’ 
 
 One should recognize that Statement S2 [= S1] becomes, on reflexion, itself the assertion: 
 
S3: ‘There is indeed at least one Man-made statement which is true.’ 
 
The notion that any/every statement must be (i.e., is) only relatively true must be hereby refuted: 
Truth is indeed an acceptable goal and guide for our Modern Science, as well as a foundation (à 
la Thomas Jefferson, above) for human behavioural conduct.    
 

We have shown above (Section 1) that Mankind’s search for truth(s) is an essential 
human condition:  first, myths; then, as exemplified by humanists and men of letters: metaphors; 
and, then, by Modern Science’s model-building.  We have delineated above (Section 2) the 
Scientific Method (as a direct continuation of these earlier ‘formats’), showing it (they) to be a 
six-stage model-building process, one which not only is virtually algorithmic in its nature but 
also is a direct (and isomorphic) mimicry of the Metaphorical Process of Men of Letters.  

 
 We then related (above: Section 3) the biological background of our [Mankind’s] 
Scientific Method: the proven survival mechanism.  The astonishing result is that Mankind has 
been—by constructing extracorporeal models to be housed in museums and libraries—heretofore 
unconsciously miming a biological   process, one ‘used’ first by genes, then by the neural system 
of the ‘higher’ animals, to ensure survival. 
 



Clearly such a connexion implies an ethical responsibility for academics to ensure that 
our truth-seeking process be followed “religiously correctly”.  As we have noted above [Section 
3(C)], an awareness of this biological foundation for our Modern Science needs to guide even 
more our publishers’/editors’ goal in seeking authors’ truths re Nature. We investigate the 
longstanding, but still incorrect, notion of this ‘natural philosophy’ as Modern Science below in 
Section 5. We now return to the tabulation of the comparison of the primary features of 
alternative religions.  If each religion is to provide elementary truths, then we seek in our paper 
now to undertake further comparisons between/among religions. 
 

Some Remarks from Science and Religion on Truth and Justice 
 
We continue further with truth: Not only does the N.T., a religious text, relate the power 

of truth “to set one free”, but also philosopher Alston [A REALIST CONCEPTION OF TRUTH, 
1996] concludes his work by observing that Christianity promotes (has always promoted) truth-
seeking.  Indeed, Thomas Jefferson, eventually a deist, remarked in a political context that “For 
here [in the republic] we are not afraid to follow truth wherever it may lead, nor to tolerate error 
so long as Reason is left free to correct it.” Though condensed in his 1801 Presidential State of 
the Union Address, this quotation became the motto for his University of Virginia (founded in 
1825). Indeed, if Jefferson had attended the Constitutional Convention (He was in Europe.), 
would not he have concluded that truth-seeking be the guide for the (any) republic (in its 
Constitution)?   
 

We include two other aspects of comparative religion, noting the paper [Mihram, 1981 
(1980)], a summary of our examination of the literature of comparative religion, thus providing a 
tabular accounting (24 entries: Table III) of the pertinent features of the world’s major religions. 

 
We also are presenting below the full transcript of Jeannette Wing’s comments (2013)—

at the AAAS’s 2013 Forum on Research and Development—about our earlier publication of the 
conclusion as to why the relatively geographical success of Modern Science seems restricted to 
the Western World. We place this in the context of the literature of comparative religion in an 
effort to overcome a widespread attitude of the antithesis of Science and religion generally. 

 
 First, if the six-stage process by which Human Knowledge progresses is a nearly 
algorithmic process, then how does new/additional knowledge (of scientific validity, or a truth) 
arise?  Our answer, related above (Section 4): revelation from analogy. 
 

Secondly, regarding alternative notions of justice: We relate scholar/jurist Georges C. 
Anawati’s comments in his presentation at Princeton [P.W. Bulletin, 15 Oct 1986: p. 4], he 
concluding that, if one could condense each of the three religions {Judaism; Islam; Christianity} 
into a single word {viz., righteousness; peace; love, resp.}, then one can similarly characterise as 
a result the respective notions of justice: {vengeance; mercy (situational/contingent); and, 
forgiveness (w/reconciliation)}.  Though Islam and Christianity have indeed ‘evolved’ from 
Judaism, they each have developed (and thereby redefined) justice:  Each provides an 
improvement from vengeance. 
 
  



 

 
Table III: Comparative Religions 

Religion Model of World Epistemology Social order Economic 
Theory 

Origin 

African2 Much polytheism, 
Extant “High 
God” not ultimate 
explanation. 

No concept of 
future; No written 
language*. 

Ancestor cults. Barter. Prehistoric 

Amer. Indian3 Polytheistic. Hieroglyphics 
(rudimentary) 

Tribal. Barter. Prehistoric; 
Hieroglyphic 

Judaism Monotheism * 
GENESIS 

Talmudic 
infallibility; 
Prophetic 
disclosure. 

Ten 
Commandments; 
LEVITICUS 

Hardly 
constrained 
Trade; Marxism. 

2000-1500 BC 

Hinduism/ 
Vedism4 

Aryan; Books of 
Knowledge; 
polytheistic 
aditya(s) 

Scriptural 
infallibility. 

“Rita” afterlife Trade 2000-1500 BC. 

Buddhism5 Darsanas Argumentative 
discourse, yet 
mental reflection 
paramount 

Dharma Trade 
constrained to 
attain 
community 
cohesion 

525 BC. 

Confucianism6 Polytheism Parables Parables of ancient 
sages 

Barter; hardly 
constrained trade 

500 BC. 

Taoism6 The society (state) 
is the 
monotheism. 

Neglects personal 
experience(s) 

Conform to the way 
of nature 

State-imposed 
order. 

400-200 BC. 

Christianity 
  (Catholicism) 

Monotheism;  
Christ, son of God 

Argumentative 
discourse; 
humanism 

Golden Rule Free enterprise; 
laissez-faire. 

0-100 AD. 

Orthodoxy7 

  (Greek) 
Monotheism; 
Christ, son of God 

Scriptural 
infallibility 

Stereotypic behavior Hardly 
constrained trade 

300 AD. 

Islam Monotheism Prefer knowledge 
to faith.8 

KORAN Highly 
constrained trade 

600 AD. 

Protestantism: 
Reformulated 
Christianity 

Monotheistic; 
Christ, son of God 

Modern Science1 Golden Rule + 
Work Ethic 

Capitalism 1500 AD. 

*Note the exceptional qualities of the ancient Egyptians, however: they introduced both the notion of a single god 
(monotheism) and their near-alphabetic hieroglyphs. 
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3Hultkrantz, Aka: RELIGIONS OF AMERICAN INDIANS. Berkeley: U. of Calif. Press (1979). 
4Stutley, Margaret & James: HARPER’S DICTIONARY OF HINDUISM. N.Y.: Harper & Row (1977). 
5Humphreys, Christmas: popular Dictionary of Buddhism. London: ARCO Publications. 
6Schafer, E. H.: ANCIENT CHINA. N.Y.: Time-Life Books, 1967. 
7Burger, Karl: In NEW SCHAFF-HERZOG ENCYCLOPEDIA OF RELIGIOUS KNOWLEDGE, pp. 277-8 (1910). 
8Malik, Arfaque: In ISLAMIC REVIEW   

 
  

   
 
 

We tabulate his conclusions re the religiously differing supports for justice: 
 



    Judaism              Islam                   Christianity 
righteousness       peace [ = domestic tranquility? ]            love 
    
   AND the respective notions of justice become:  
 
vengeance                     mercy (case-specific)           forgiveness (w/reconciliation). 
             

          
One can see here revealed a “progressive evolution” historically among religions: clearly, 

either forgiveness or mercy is preferable to vengeance as the ‘religious definition’ for justice. 
 
One likely further conclusion regarding justice among the adherents of alternative religions:  

If it is true that, in bringing to justice a misbehaving individual, one who is charged with having 
committed a ‘criminal’ act (one warranting social/national punishment), then, in an essentially 
Islamic society, the judge/jury will focus his/their attention on the intention of the accused, it 
being likely assumed that one raised as a Muslim would not commit such a crime unless he had 
some motivation not readily apparent.  Hence, the result that Islamic justice would appear, 
concluded Anawati, to be situational, or contingent. 

 
 In a Christian society, on the other hand, intention is not a usual component in the 
consideration to determine guilt (excepting, of course, matters such as that distinguishing 
between manslaughter and murder).  It is the deed which predominates when a judge/jury is 
determining guilt of an accused.  It seems unavoidable for one to make the connexion with the 
(non-fundamentalist) Christian notion of ‘truth’: the actual state of affairs, the evidence related to 
the deed. 
 

 
A Note Aside on any cultural disorientation to truth-seeking: 

  
We investigate a culture which might be guided by its own ‘cultural algorithm’ for 

limiting the search for truth(s): a pre-Christian notion that the only means by which one can be 
accused of being untruthful is by violating a dogma, one which asserts that any particular 
statement is (deemed to be) untruthful [false] only if/when it fails to be in accordance with any 
one of its numerously limited and explicit codes of behavior. A consequence: the notion that the 
truth of any statement is always that the statement is just a conjecture to be refuted, if possible. 
 
 Such a culture would be repeatedly engaged in efforts to provide a refutation for any 
statement deemed at the moment to be objectionable. 
 
 Of course, any alternative and contemporary culture which includes a (its own) dogma, 
one inspiring an attitude requiring that any error must be corrected  [and, therefore, that truth(s) 
serve to cause avoidance of the otherwise continual efforts to invalidate any new conjecture, 
rather than seeking additional evidence in support of that conjecture]. 
 
 Indeed, the two attitudes re truth-seeking illustrate a feature of the somewhat erroneous, 
yet widespread, notion of “relativism”: that any statement is only ‘relatively true’. Such a notion 



hardly encourages the young scientist to be consciously and enthusiastically engaged in truth-
seeking, as is to be his/her expected goal. 
 
 This alternative notion about truth-seeking (as one being concerned only about fault-
seeking) implies that one need not be constrained by any comment that his conjecture be founded 
on experience (i.e., concretely) means that such an adherent can “imply” view himself (herself) 
as authoritative pending reflection.  Such resulting arrogance is hardly a characteristic which a 
modern society would deem to be confrontational. 
 
 Modern Science’s success has been founded on Observation-based Explanations 
(Models).  Ancient philosophers (with still a few modern, yet not well-founded ones) had/have 
continued to presume that mere philosophical conjecturing is adequate for founding an 
hypothesis as ‘scientific’. For example: the formula, ‘Science = Conjectures + Refutations’, 
implies, for these philosophers, no need for any foundation on observation.  This erroneous 
attitude confronts always the established nature of our [Modern] Science: itself an actual 
mimicry of Nature’s proven process(-es) for ensuring any species’ (or any society’s) biological 
survival,  
 
 An illustrative example appeared in the 1980s: An announced candidate for the editorship 
of a leading scientific publication had announced that he would be guided by a dogma so as to 
attain the status of ‘results that everyone can agree on’. Perhaps this candidacy was terminated  
because of a widespread predicate that the  basic motive of Modern Science is that 
everyone must agree, particularly when realizing that Science’s truth-seeking procedure is a 
quite biologically-founded process (one for biological survival). 
 
 Indeed, brought also to mind is Popper’s notion (1962) of ‘Science’ as being ‘Conjectures 
and Refutations’, failing thereby to bring to a satisfactory close his ‘quest” (Popper, 1976) to 
understand the Scientific Method: his ‘UNENDED QUEST’. 

A Note Aside ends here 
 
  
We now include both: 
(α) the abstract of our paper,  “An Educational Note Concerning Scientific Progress and 
Religion,” presented at the invitation of the 2016 AAAS Annual Meeting (Washington, DC): 
 

 “Background: Science is that human endeavor devoted to the search for the very explanation for 
(i.e., for the truth about) any particular naturally occurring phenomenon. Historians of Science 
Sarton in 1927 and Butterfield in 1957 conclude that our [Modern] Science has arisen as a re-
introduction of natural philosophy. In 1713, the mathematician Cotes, for Newton’s mathematical 
principles for natural philosophy, delineated how the new natural philosophy requires that any 
scientific enquiry must begin with observation(s), including reflexion thereon, and not represent a 
return to the merely conjectural ancient natural philosophers.  Method: The 
theologian/philosopher Whewell in 1860, seeking “the modes by which Man bests acquires the 
truest knowledge”, has been answered by the disclosure of our Modern Science’s [six-stage] 
‘Method’ in the literature of the philosophy of science. Yet, why has our ‘Method’ developed so 
successfully and quite exclusively in the Western world? Indeed, Jeannette Wing*, Chair of our 
AAAS’s 2013 R&D Forum (in video format), sought to understand why, then, respecting Asian 



perspectives on science and technology policy, are there not only ‘Commonalities’ but also 
‘Contrasts’ with the USA.  Results: Aware of an earlier 2013 Wesleyan Philosophical Society 
paper on this very topic, she concurred that this difference must be due to a religious kind of 
background that any adherent tends to forget: viz., do a particular society’s religious tenets (as, 
therefore, a part of any adherent’s upbringing) allow criticism to be encouraged and, therefore, to 
become a minute-by-minute, from adolescence to adulthood, behavioral characteristic and, hence, 
his/her duty? Even though Confucius had been first to proclaim a ‘golden rule for behaviour’, his 
did not attain status as an ingrained portion of any adherent’s day-to-day behaviour, in contrast to 
that attained by Christ’s [Christianity’s] Golden Rule in Matthew and Luke. She, too, concluded: 
Well-established peer-review becomes a requirement for the success of Modern Science’s Method 
historically (still pending geographically). Conclusion: Furthermore, the literature of comparative 
religion reveals that nearly every one of the major religions worldwide includes a tenet similarly 
worded to the Golden Rule of Christ [of Christianity], yet none of these others ‘promotes’ this 
tenet to the status of dogma.  This Golden Rule becomes also the foundation for widespread 
‘courtesy’, itself an attribute encouraging even more respect for any ongoing search for the  truth 
about any particular naturally occurring phenomenon.”  

 
 and  
(β) our interaction (AAAS-recording) with Jeannette Wing at the AAAS 2013 Forum on 
Research and Development (Washington, DC):    
  The pertinence of the transcript of Jeannette Wing’s 2013 contribution follows:  
Jeannette Wing, Vice President, Head of Microsoft Research International, Microsoft 
Corporation: 
‘Asian Perspectives on Science and Technology Policy: Contrasts and Commonalities with the 
U.S.’ (Thursday, 2 May 2013) 

AAAS Forum 2013: Program listing: 
https://www.signup4.net/public/ap.aspx?EID=STPO12E&OID=110 
Video: 
http://www.c-span.org/video/?312495-3/american-association-advancement-science-
technology-trends-asia 

 
TRANSCRIPT: 
Yes, Arthur Mihram Princeton, NJ [here speaking]: 
I’d like for you to expand a bit on the difficulty you perceive it has, you find in Asia with regard to the 
conduct of peer review.  It seems to be related to a question that arose at the History of Science 
Department at the University of Princeton, namely why does it seem that science has been so successful 
in the Western World, as opposed to the rest of the world, and it turns out that a paper was presented at 
the Wesleyan Philosophical Society, oh last month, in which it was raised that it’s Christ’s Golden Rule 
that permits this.  It’s a religious kind of background that we tend to forget, i.e., criticism is to be 
encouraged and if that’s not a part of your upbringing and foundation even though Confucius was the first 
to say the Golden rule, it’s not such an ingrained portion of the societal behavior, day-to-day behavior that 
was the form, a paper by someone at the University of Southern California, but have you perceived that as 
a way to explain the difficulty that people in Asian countries seem to have with conduct of peer review or 
could you just expand a bit more on what their difficulty is? 
 
WING [RESPONSE]: 
The short answer is yes. 
 
And let me give a longer answer and an anecdote. 

https://www.signup4.net/public/ap.aspx?EID=STPO12E&OID=110
http://www.c-span.org/video/?312495-3/american-association-advancement-science-technology-trends-asia
http://www.c-span.org/video/?312495-3/american-association-advancement-science-technology-trends-asia


 
I’ll give you the anecdote first.  A few years ago, when I was still at Carnegie Mellon, I was visiting 
MSRA [Microsoft Research Asia] which is open basic research. If you go to MSRA it’s like you went to 
Microsoft Research in Redmond [WA] except maybe you see more Chinese faces. It’s really just like a 
research lab that you would find in the United States.  And I was talking to a colleague of mine there and 
he said that he does not, he deliberately refuses to review submissions to a particular Chinese journal in, I 
guess, in computing, because he is afraid that, first of all, he suspects that the quality of the submission 
would be pretty low and so he’ll write his negative review and suggest rejection, but he is afraid that that 
will get back to him in some way. So he just refuses to participate in that system. 
 
Now, it’s ironic, of course, because the impact that MSRA has had on the computer science research 
community in China has been in some sense to spread the Western values of peer review, open criticism, 
you know, the scientific process, but, you know, you can see the quandary he was in. 
 
So I do think that a society that fosters open criticism which is very much like the Western world that the 
US is certainly, is part of the whole peer review ideal and thus it does help to have that in cultural value, if 
you will, and then does to support the advancement of science. 
    TRANSCRIPT ENDS HERE. 
 
  
 Students of comparative religion require a much more scientific bent, one such as this.  If 
it is true that only one (viz., Christianity) of the major religions emphasizes, whether in the 
physical or the social sciences, that truth (or, truth-seeking) is to be the guide for its adherents 
(Recall the aforementioned quotation of Thomas Jefferson.), then we should insist that any 
fundamentalist [i.e., O.T.] view (of the ‘truth’ of some political action/decision) not be permitted 
to prevail.  We now also know that truth-seeking (of the scientific bent) possesses the property: a 
demonstrable value in ensuring biological survival. 
 
6. A Review 
 
 We conclude by noting that what we collectively consider to be the pursuit of academics 
(viz., the search for truths re the observable world) is in actuality a previously unwitting 
mimicry, both stage-by-stage and feedback-loop—by—feedback-loop, of a quite biological 
process which has ensured (first via chemico-genetic modelling and then enhanced via chemico-
neural modelling) survival. 
 
 In so doing, we can essentially declare, as having now been successfully concluded, 
Popper’s unended quest (1976), noting for his readers also that his notion (1962) of ‘Three 
Worlds’ is essentially correct, yet requires the clarifying redefinition which we have provided 
above, that itself arising from reflexions on Young (1964). 
 
 We have examined the three linguistic alternatives available to any scientist for the 
purpose of authoring his/her model: first-person (natural language); second-person (algorithmic, 
computer programming); or, third-person (mathematics), but have earlier revealed that there is 
not an  inherent ‘magic’ for achieving a successfully scientific model just by accepting 
mathematics as the linguistic choice (nor is there any necessity for doing so), as per our 
accompanying paper also this year in the Education Conference’s Proceedings. 
 



 Furthermore, one can respond to philosopher Alston’s remarks (1996: p. 264] that his 
own motivation for a realist conception of truth develops from a religious perspective.  Religion 
qualifies as Mankind’s earliest science (Mihram, 1981), each religion providing:  
   (α) a model of the world (physical science); and 
   (β) a model, a structure for behaviour within the society/nation (social science, law). 
 
 In this sense, within Popper’s (herein redefined) World 3, we humans, in our quite natural 
activity of truth-seeking, have moved from myth (like ancient religions) to metaphor (of 
humanists) to models (of scientists).  That this model-building is in fact a direct, though 
previously unconsciously enacted, application of a single, but already well established, biological 
process for ensuring survival (World 1: genes; World 2: neurons) is the fundamental conclusion 
of this paper. 
 
  Indeed, Science [ = Mankind’s search for the very explanation for (i.e., for the truth 
about) any particular naturally occurring phenomenon ] is our quite natural inheritance of 
Nature’s biological process: one single process—first conducted via genes, then via neurons—to 
ensure survival.  
 

Of course, we have noted that—because the six-stage Scientific Method (of our Modern 
Science) is a direct, though not earlier recognised, mimicry of the single biological procedure 
(first conducted genetically, then neurally) for the survival of every species on Earth—it then 
follows that adherence thereto is somewhat mandatory.   

 
We could here conclude then with a rather logical deduction, one dealing with ethical 

conduct among scientists (and as well for any other scholar): Since ethics is the science of human 
duty, and since Science is conducted by means of a model-building process (Scientific Method) 
which is demonstrably founded on an actual biological process, one which ensures survival, then 
we should collectively be required to ensure that Science, the pursuit of truths regarding the 
world about us, be conducted in strict accordance with this (the) Scientific Method. 

 
7. On Mathematics: Some Introductory Comments 

 
 

The primary point of our paper (above) deals with the Scientific Method, describable 
near-algorithmically as a six-stage model-building process: one quite biological, this shown to be 
founded on the single survival process (first chemico-genetic, then via chemico-neural) for 
ensuring survival. 
  

We turn now to the (unsubstantiated) correlation that Modern Science’s historical success 
relies on mathematical model-building (being grammatically third-person), rather than on a 
scientist’s recognizing that his model may be just as successfully completed if presented in 
another chosen linguistic format: viz., in a natural language (first-person description) or in a 
computer-directed programming (algorithmic, second-person) language. 
  

We recall the historical record of humanists and philosophers to arrive at the distinction 
between the ‘science’ of the ancient Greeks and our current Modern Science. Both humanist 



Sarton and historian Butterfield concluded that this ‘evolution’ in advancing human knowledge 
(science) was an historically increasing appreciation of the value of natural philosophy, 
particularly when placed in contrast with the quite conjectural speculations applied by the early 
Greeks’ efforts (then acting as their earlier natural philosophy) to understand the observed world.   
  
 Yet, Cotes, a mathematician, had much earlier noted that the use of natural philosophy—
in order to advance science—required that observation, plus needed reflexions thereon, must 
precede any scientist’s model (conclusion) describing some particular naturally occurring 
phenomenon [Preface, Newton’s quite mathematical PHILOSOPHIAE NATUURALIS 
PRINCIPIA MATHEMATICA, London: 1713 ed.]. 
  
 Yet, nowhere did Newton or Cotes (or others of the ‘Founding Fathers’ of the 17th-
Century Royal Society of London) require that the use of mathematics be necessary in order 
to ensure that a proposed contribution to Modern Science be deemed successful [Today, we 
would note C. Darwin and, more recently, Nobel Laureate KZ Lorenz]. 
 
 We therefore examine the quite recent literature of the philosophy of science 
[TEOREMA 28(2): 35-44, 2009], using its near-algorithmic description of the ‘Scientific 
Method’ in order to understand the historical role of mathematics in science. We expand on 
mathematician Quinn’s conclusion [AMS NOTICES, 59(I): 31, 2012] that ‘mathematics is 
not science’ in order to observe, further, that mathematics is neither necessary nor sufficient 
for science (or, for any scientific investigation).  We then also examine the appropriateness 
(quite limited) of ‘Applied Mathematics’ to the Scientific Method. 
 
 We view Science as that human activity devoted to the search for the very explanation for 
(i.e., for the truth about) any particular naturally occurring phenomenon, this definition being 
quite in consonance with that of the Oxford English Dictionary, yet finding that the latter does 
indeed distinguish between ‘truth’ in Science and that of mathematics. Our approach throughout 
the paper is directed by this directive of truth-seeking, yet not that which also differs from that 
attending religion. 
 

We also note near the center of this Section that a model’s author must be aware of the 
requirements of our Modern Science, in order to meet its goal; viz., for any model to provide the 
truth(s) of Nature revealed by the particular model. 

 
We have therefore expended above considerable effort to review the history of Science, 

and thereby uncover our Modern Science’s ‘Method’. Hence, we will return now to the issue of 
the role(s) of mathematics in Science. Authors in the history of Science have revealed (above) 
that our Modern Science is natural philosophy, but today’s natural philosophy requires that 
today’s scientist (unlike that of the ancients) be initiated via the observation of some naturally 
occurring phenomenon, followed ‘immediately’ by mental reflexion thereon.   

 
The six-stage model-building process defining our Modern Science, we have shown 

above, is actually a quite isomorphic ‘mimicry’ of Nature’s own (single) process for ensuring 
biological survival. This biological process, we show, was ‘conducted’ first by any plant or 
animal species chemico-genetically (the six stages becoming apparent), then once the ‘higher’ 



species of animals (those with memory-and-recall capability) enhanced their members’ survival 
to their respective ages of puberty (again that same six-stages remaining apparent, now in the 
chemico-neural system). 

 
A concomitant undescribed conclusion arises: viz., our Modern Science is historically 

conducted as a mimicry of a previously biological process, that accounting for the survival of all 
Life of Earth to date. A strict adherence by any prospective scientist to the ‘Scientific Method’ 
derived herein becomes paramount in guiding him/her, a point better installed by requiring its 
institution in the secondary and tertiary educational curricula. 

 
Near the paper’s end, we review several issues re mathematics in Science: 1. Is 

Mathematics Sufficient for Science? 2. Is Mathematics Necessary for Science? 3. How does the 
linguistic distinction between mathematics and computer-programming reveal which differing 
naturally occurring phenomena are better served by each?  To model the dynamics presented in 
Nature by decision-making is not better served today by mathematics, but rather by algorithmic 
computer-programing. 

 
Furthermore, one should not infer that mathematics cannot be successfully used by a 

scientist; yet, we ask (and then conclude) what are the attributes of the language of mathematics 
which warrant its longstanding position in secondary and tertiary education as a requisite 
curricular entry. 

 
Also, in the next Section [8]: we move to understand what has quite recently arisen in the 

literature of mathematics: conclusions not only that (1) ‘mathematics is not science’ (Quinn, 
2012), but also assert that (2) we need to assure that biology become more mathematical (Reed, 
2015) in order to become ‘more scientific’. The first remains quite true, but the second virtually 
requires refutation. 
 

In that Section, the resulting understanding of the limited role of mathematics—even that 
of ‘applied mathematics’ (as it is so often practiced)—in Science is developed as an implication 
of the earlier description here of the Scientific Method as Mankind’s guide to truth-seeking. 
 

In the final Section, we present a Summary of the paper’s content. 
 

Then, at the end, we provide both Biographical Information and the ‘References’ for the 
paper. 
 
Modern Science’s Method: 
 

In mid-20th Century began a literature describing the history of science, literature actually 
distinguishing the earlier science from our “Modern Science”, a term applied to that appearing 
after the 17th Century organisation of the British Royal Society, though already originating with 
the humanists of the l5th and 16th, even the 14th, Centuries. 
 
 The humanist/historian Sarton (1952; 1936) became one of those founders, he being one 
who appreciated that science has become what we now describe as:  



Science: that human activity dedicated to the search for the very explanation for (i.e., for the 
truth about) any particular naturally occurring phenomenon. 

In 1962, he had noted (pp. 162, 178, 242,….) that the earliest science related in ancient Greece to 
a ‘natural philosophy’.  He had earlier noted (Sarton, 1952: Preface, xi) quite explicitly:  

“My main interest… is the love of truth, whether pleasant or not. Truth is self-sufficient, and 
there is nothing to which it can be subordinated without loss. When truth is made subservient 
to anything else, however great (say religion), it becomes impure and sordid.” 

 
In a book titled, Origins of Modern Science, 1300-1800, Herbert Butterfield (1957) noted that 

there is indeed a difference between the ‘natural philosophy’ of ancient Greece and that of our 
‘modern era’: 

“…that thing, which we call science, and which might rather be called natural philosophy, 
was first and foremost a series of ancient texts upon which one commentary after another 
would be compiled…”. 

Butterfield’s allusion to the chronology of ancient texts’ commentary about naturally occurring 
phenomena essentially reports that an exposure to the need for finding ‘truths’ became more and 
more frequently a desire of humanists. 
 
 The recognition of this ‘newly established requirement’ of our “Modern  
Science” for truth-seeking had become apparent within the Royal Society (Densmore, 2004: p. 
xii):  “[For Isaac Newton,] Everything was deduced, [he] using mathematical demonstrations, 
from observation-based conclusions about how our world [truly] works.” 
 
 Indeed, the mathematician Roger Cotes (1713), in the ‘Preface’ to the 1713 (2nd) Edition 
of Newton’s Mathematical Principles of Natural Philosophy, had noted that  

“[Isaac Newton], noting the condition for conducting natural philosophy: viz., 
 

‘From some select phenomena they [the natural philosophers now] deduce, by analysis, … 
the more simple laws.…’. ” 
 
 Modern Science had then come to realize that the ‘philosophical conjectures’ of the 
earlier ‘natural philosophers’, though they had often sought to understand aspects of the world, 
would fall short because they had not realized the pertinence of founding their ‘speculative 
models’ directly on observations.  We note that this has become the fundamental (a quite 
defining) feature characterising our Modern Science from other academic activities, though the 
search for truth(s) about the natural world is to remain paramount to all. 
 

As we related in the ‘concluding notes’ above, the quite intimate connexion between our 
human extra-corporeal model-building (i.e., Science) and the single biological process 
accounting for survival, the pertinence of adhering assiduously to the near-algorithmic Scientific 
Method becomes more apparent. 
 
Two notes aside: One can view the steps of this model-building process in (Grosser, 1962): The 
discovery of Neptune arose in the effort to understand why Newton’s 17th/18th century 
gravitational model was, in the 19th century, no longer predicting (providing) the location of 



Uranus.  Grosser’s quite concise book reveals that Newtonian gravitation remains a truth among 
those provided historically by the Scientific Method.  
 

We present this result (the Method of Modern Science = the Scientific Method), depicted 
as the rightmost diagram of Figure 1, displaying therein the three (four) feedback loops 
connecting the six Stages “of the model-building ‘Process” [cf. Mihram, 1972b). 
 
The Second Note Aside on any cultural disorientation to truth-seeking: 
  

We investigate a culture which might be guided by its own ‘cultural algorithm’ for 
limiting the search for truth(s): a notion that the only means by which one can be accused of 
being untruthful is by violating a dogma, one which asserts that any particular statement is 
(deemed to be) untruthful [false] only if it fails to be in accordance with any one of its 
numerously limited and explicit codes of behavior. A consequence: the notion that the truth of 
any statement is always that the statement is just a conjecture to be refuted, if possible. 
 

Such a culture would be repeatedly engaged in efforts to provide a refutation for any 
statement deemed at the moment to be objectionable. 
 
 Of course, any alternative and contemporary culture which includes a (its own) dogma, 
one inspiring an attitude requiring that any error must be corrected  [and, therefore, that truth(s) 
serve to cause avoidance of the otherwise continual efforts to invalidate any new conjecture, 
rather than seeking additional evidence in support of that conjecture]. 
 

Indeed, the two attitudes re truth-seeking illustrate a feature of the somewhat erroneous, 
yet widespread, notion of “relativism”: that any statement is only ‘relatively true’. Such a notion 
hardly encourages the young scientist to be consciously and enthusiastically engaged in truth-
seeking, as is to be his/her expected goal. 
 

Hence, the six-stage model-building process for simulation methodology (Mihram, 
1972a) serves as the model for the Scientific Method itself: This, now established as a six-stage 
model-building process, one having, isomorphically, the same three corrective feedback-loops as 
exists in simulation methodology [cf. Mihram, 1972b]. 
 

The term, ‘verification,’ was one implying a more general notion: that the 
orthographic/grammatical rectitude of a simulation model’s underlying (defining) algorithmic 
programme, was being established.  The term, ‘validation’, then arose as the recognition of the 
separate need, in order to believe the outputs (responses) from any computerised programme, for 
one to establish [given the input conditions used to define a particular encounter with (run of) the 
computerized model] that these responses be in accord with the results/measurements which 
would arise in the real-world phenomenon/‘system’ which the author(s) had claimed to be 
represented by their model, once programmed and then computerized. 
 
 Of course, these two separate criteria [for the truthfulness of any other human statement 
(model) of any aspect of reality] are identifiably the same as those required by Mankind from 
time unmemorable. 



 
A ‘Conclusion Aside’ here rather naturally follows: viz.,  
 If there be any second ‘scientific method’, it, too, should be expected to exhibit that it is 
one also accountable for the survival of all Life on Earth to date. 
 
 The reader can find these conclusions reached within the Spanish journal for the 
philosophy of science: TEOREMA 28/2: 35-44, 2009. 
 

8. Mathematics: A Language, Not A Science 
 
 Under this Section’s title, we find that, of the three linguistic choices of a prospective 
scientist for expressing his/her model, mathematics is not such a required or necessarily desired 
or preferred choice: 
 

• mathematics is (itself) not science (is not a science); 
• mathematics is not necessary for science; 
• mathematics is not sufficient for science; and, 

• applied mathematics can be useful to scientific progress, but its ‘foundation’ as 
qualifying to be scientific—just because it mimes the theorem-proving procedure of 
[pure] mathematics—is incorrect. 

 
    We are reminded that Cotes, himself a mathematician, noted that the use of natural 

philosophy—in order to advance science—required that observation, plus needed reflexions 
thereon, must precede any scientist’s model (conclusion) describing the particular naturally 
occurring phenomenon at hand [Preface, Newton’s quite mathematical PHILOSOPHIAE 
NATURALIS PRINCIPIA MATHEMATICA, London: 1713 ed.]. 
 
 Yet, nowhere did Newton or Cotes (or other of Modern Science’s ‘Founding Fathers’ of 
the 17th-Century Royal Society of London) require that mathematics be necessary in order to 
ensure that a proposed contribution to Modern Science be deemed successful [to wit: C. Darwin 
(1859) and, more recently, Nobel Laureate KZ Lorenz (1973b)]. 
 
 Yet, the recognition of this ‘newly established requirement’ (of our “Modern  
Science”) supporting truth-seeking had become apparent within the Royal Society (Densmore, 
2004: p. xii): 
 
   “[For Isaac Newton,] Everything was deduced, [he] using mathematical demonstrations, 

from observation-based conclusions about how our world [truly] works.” 
 
 Indeed, the mathematician Roger Cotes (1713), in the ‘Preface’ to the 1713 (2nd) Edition 
of Newton’s Mathematical Principles of Natural Philosophy, had there noted that [Isaac 
Newton], had demonstrated the condition for successfully conducting natural philosophy: viz.,  
 
 ‘From some select phenomena they [the natural philosophers now] deduce, by analysis, 
… the more simple laws.…’  
 



 Modern Science thus came to realize that the ‘philosophical conjectures’ of the earlier 
‘natural philosophers’, though they had often sought to understand aspects of the world, fell short 
because they had not realized the pertinence of founding their ‘speculative 
models’ on observations.  We note that this has become the fundamental (a quite defining) 
feature distinguishing our Modern Science from other academic activities, though the search for 
truth(s) about the natural world is to remain paramount to all. 
 

In this historical perspective, the mathematician Quinn (2012) noted that mathematics is 
not science: their validity criteria differ. Whereas a scientific publication, even one written in 
mathematical expressions, requires an examination external to the model (i.e., rather, to Nature), 
any mathematical treatise/model’s “validity” is internally conducted. 

 
Then, mathematics is not necessary for science: to wit, the description by Darwin (1859), 

plus the Nobel Laureate Konrad Lorenz’s conclusion (1973b) that “I have [He has] never 
published a paper with a graph in it.” Biologists and social scientists should pay heed to his 
paper’s title  “The Fashionable Fallacy of Dispensing with Description [in favor of 
Mathematics].” 

 
Furthermore, mathematics is not sufficient for science:  a conclusion by More (1915), 

Dean of the College of Arts & Sciences at the University of Cincinnati: 
 

“mathematics is [treated as if it is] the only true science, yet…mathematics is not a 
science because it deals with abstractions and ignores concrete phenomena.” (p. 151) 

 
 
 One should note that the Dean, More, was acknowledging [cf. Mihram, 2015] the 
continually recognized feature of mathematics: in academia, virtually the only discipline which 
provides statements which are irrefutably true.  Yet, the Dean, More, appreciated that 
mathematics does not meet the requirement of science: viz., to be concerned about naturally 
occurring phenomena, rather than with those of strictly human mental construct (lines, circles, 
numbers, triangles, …). 
 
 Then, the current fascination for achieving personally a mathematical ‘status’ among 
biological/social scientists is likely prompted by the praise accorded (even in secondary 
education) to mathematics (e.g., Euclidean geometry, wherein one learns that he/she can arrive at 
conclusions which are irrefutably established truths). 
 
 The applied mathematician, so conditioned mentally, will frequently and willingly 
attempt to employ the mathematician’s theorem-proving steps: 
 

Postulates 
Deductions 
Conclusion [‘Q.E.D.’]. 

 
Indeed, by then including, as one postulate, an already well-established scientific model (e.g., 
Newton’s gravitational model), and subsequently adding others dealing with, say, specific sports 



equipment and/or forces and/or velocities, then one “derives” a conclusion (e.g., perhaps, the 
advantage of a specific tennis player’s stroke). Such an individual then presumes that his own 
conclusion here is scientific; yet, this is not a truly new advance in scientific knowledge (one to 
have been founded on a new and direct observation of Nature), but instead will simply serve to 
provide another confirmation test for the original (here, the earlier postulated) scientific model of 
Newton. 
 
 Actually, the six-stage model-building process of the Scientific Method is not a mimicry 
of the three-step mathematician’s proof. Any scientific model must, of course, satisfy any 
‘Confirmation’ test, so that the procedure of the applied mathematician (here described) does 
serve Science a bit, but it is not truly yielding new Knowledge: rather, only a (now more newly) 
confirmed Knowledge (cf. Figure 1, rightmost). 
 
 Nonetheless, mathematics, as for any of the natural languages, is a linguistic option for a 
scientist to prepare, to present, his model. However, biological and social scientists should 
consider second-person computer-programming, yet avoiding the temptation to employ already 
programmed computational routines which, being quite mathematically-based, are actually just 
numerical evaluations for a series of time-dependent mathematical expressions.  
 

The present-day scientist should be reminded to be quite cognitively aware of the three 
linguistic alternatives, and to choose wisely among these: 

first-person description (natural language) 
second-person algorithms (programming languages) 
third-person formalisations (language of mathematics). 
 
One’s decision here should well await the conclusion of Stage I (the Aha!) of the near-

algorithmic Model-building Process of Modern Science, but the diagrammatic procedure (Figure 
1) will, whatever decision is here made, serve as a historically-established guide. 

 
We ask further: Does an Applied Mathematicians, by Miming Mathematical Theorem-

proving, qualify as a Modern Scientist, or Not? 
 

The Scientific Method (outlined above) incorporates a result that is required by our 
Modern Science, one that is the conclusion of mathematician R. Cotes (1713) affront Newton’s 
quite mathematical treatise (1677): viz., that the initial stage {I} of any scientific investigation 
must be both observation of a naturally occurring phenomenon and mental reflexion thereon, this 
two-part  stage being recognized as a necessary correction to the ancient (Greek) “natural 
philosophy”, wherein speculative conjectures, oft not originating in Nature, were permitted. This 
earlier ‘mistake’, we note below, is even today incorporated rather unwittingly by many applied 
mathematicians seeking to obtain results qualifying as science. 

 
Many, many persons, including Applied Mathematicians, believe that the Scientific 

Method must be (and/or believe that it is) merely a direct result of applying, as noted above, 
mathematical theorem-proving, and, thereby, providing truths (the goal of Science), yet 
presumably be truths which will ‘therefore’ be as irrefutable as those of Euclid’s Elements.  Yet, 
it has become a commonly held belief that, to behave as a mathematician—even when dealing 



with explanatory conjectures regarding any particular naturally occurring phenomenon—could 
hardly fail to be ‘scientific’ and, thereby, arriving elsewhere than at the truth regarding the 
phenomenon at hand. 
 
 Yet, our mathematical theorem-proving procedure consists of only three steps: 
 
  i. Axiom(s)/Postulate(s); 
  ii. Logical Deductions(s); 
  iii. Conclusion [ = ‘Q.E.D.’ ], 
 
though many an Applied Mathematician adds an additional step, expecting as the resulting goal 
to become as a result a ‘scientist’: 
 
                      iv. Comparison (of Conclusion) with Nature, 
 
particularly feeling quite confident of attaining the goal because of having, as a ‘Postulate’, an 
earlier, quite well-established scientific conclusion (model). 
 

Two points here: first, this ‘expanded’, four-step, theorem-proving procedure fails to be 
in accord within the Scientific Method’s six-stage model-building process because the theorem-
proving has been conducted as if by one of the ancient [Greek] natural philosophers, and, 
therefore, fails to have incorporated Modern Science’s requirement that any scientific 
investigation—in order to qualify as having concluded with a new truth about Nature—must be 
initiated [Stage I] with observations of Nature, and not with a mathematical postulate/axiom. 
 
 Though, secondly, this application of this extended (four-step) theorem-proving 
procedure can still, in a rather unexpected way, fall within  (i.e., contribute to) the Scientific 
Method (cf. Figure 1, above) by serving as if the initiating ‘Postulate’ [Stage I] were an already 
well-established scientific conclusion (model), yet one only seeking its own further Confirmatory 
Testing [its Stage IV]. 
 

One could note here the recent activity in the ‘Physics-of-Sports’ literature, wherein 
frequently typically, Newton’s Law(s) are ‘taken’ as one Postulate, then incorporating others 
(weight, speed of ball, club, racquet,…), obtaining then by logical deduction a measurable result 
which can then actually serve as a further Confirmatory Test for the initiating ‘Postulate’ (itself 
that earlier, already well-established, scientific model): Of course, should this implicit 
‘Confirmatory Test’ fail, Science would itself be served with a note that perhaps the initiating 
observation(s) leading to the earlier scientific conclusion must now be re-examined. 
 

We co-authored (Mihram, Danielle [w/G. Arthur Mihram] (2017) for and presented to the 
AAAS’s Annual Meeting (Boston) the following abstract: 
 

Background: We examine the acceptability of certain academic disciplines as both art and 
science. Methods: We review the literature of academia, science, and history to do so. The 
dictionary-directed definition of ‘Science’ is that human activity devoted to the search for the very 
explanation for (i.e., for the truth about) any particular naturally occurring phenomenon. The society 
devoted to the teaching of mathematics [the Mathematical Association of America (MAA)], founded 



1915/6 in Ohio, is currently celebrating its centenary. In that 20th-Century year, LT More (University 
of Cincinnati’s Dean of Science and Arts), on limitations of science, implied the uniqueness of 
mathematics among the disciplines (viz., our own): Mathematicians provide statements which are 
irrefutably true, an attribute sought as a hope for any practicing scientist. He also then noted 
that mathematics is not science, since it deals only with abstractions (points, numbers, circles, e.g.), 
not real-world phenomena. Results: British 19th-Century University “Calendars” list mathematics as a 
language, an art, not a science. Indeed, as late as the 1950s, an undergraduate degree in Mathematics 
was a “Bachelor of Arts”; but, beginning in the mid-1950s, probably due to the Russian Sputnik 
missile, a “Bachelor of Science” degree became an alternative for the graduating student.  
Nonetheless, our AAAS had chosen to list as the first Section among scientific disciplines: 
Mathematics (Section A).  More had thus also concluded that mathematics is itself not sufficient for 
Science.  Historians of Science can also observe that mathematics is not necessary for Science [to wit: 
Darwin (1865); plus, Nobel Laureate KZ Lorenz’s 1973 note on the fashionable fallacy of dispensing 
with description (in favour of mathematics); and, also sociobiologist E. O. Wilson’s 2013 comments 
both that pioneers in science only rarely make discoveries by extracting ideas from pure mathematics 
and, cogently, that superior mathematical ability is similar to fluency in foreign 
languages].  Conclusion: These historical perspectives have now been confirmed in January 2012 by 
a “Notice” for the American Mathematical Society: Mathematics is not science since their respective 
validity criteria differ: internal vs. external confirmations. Scientists, artists, linguists, and 
mathematicians should be aware that, when categorizing disciplines, academic curricula should 
provide better and appropriate distinctions. 
 

Some remarks concerning the perceived promise of mathematics to the biological sciences: 
 
 The present material reflects our reaction, one only a bit unfavourably, to Reed’s quite 
assertive titular claim (2015): viz., that mathematical biology is good for mathematics.  Though 
we would not wish that his conclusion be false, we are prompted to relate this matter to the oft-
overstated role of mathematics in/throughout science, a discussion initiated in the mathematical 
literature by F. Quinn (2012), his conclusion being that mathematics is not science since their 
respective “criteria for validity are radically different”:  Science depends on comparison with 
reality (being therefore external to any scientist’s [mathematically-expressed] model), whereas 
mathematics’ test is internal (to the mathematical literature or manuscript).   
 

We do note at the outset of this discussion that Science is Mankind’s search for the very 
explanation for (i.e., for the truth about) any particular naturally occurring phenomenon. (Indeed, 
the Oxford English Dictionary, 2nd Ed. (1989) provides a rather lengthier, though here a quite 
consonant, entry (no. 4.a), yet with a note in entry no. 5.b:  
 
 “branches of study that relate to the phenomena of the material universe and their laws, 

sometimes with implied exclusion of pure mathematics. This is now the dominant sense 
in ordinary use [emphasis here added]” (2009). 

 
 Though historian (and mathematician!) Sarton had earlier (1936) viewed mathematics as 
just one of several ‘sciences’, he did quite pointedly note that the increasing success of our 
(Modern) Science is an historical “recall” of the natural philosophy of the ancient Greeks, 
particularly Anaxagoras (V. c, BC)  (cf. pp. 162 and 242). 
 



In the context of Reed’s relating mathematics to biology, we return to Quinn’s conclusion 
(2012) that mathematics is not science.  Whither its necessity or sufficiency thereto? 
 
(1) Mathematics is Not Necessary for Science: 
 
 The literature of biology provides several examples: 
 
a. Charles Darwin’s 1859 publication, The Origin of Species by Means of Natural Selection, or 
the Preservation of Favoured Races in the Struggle for Life: If it were not for the publisher’s use 
of pagination and/or chapter-headings, the lengthy book contains no mathematical content 
[excepting Darwin’s inclusion of one chronological hypothesis using thirteen numbered (I, II, … 
XIII) entries!]. 
 
b. Nobel Laureate (ethologist, biologist of animal behavior) KZ Lorenz’s note in  
Naturwisenschaften [60(1), 1973: “On the Fashionable Fallacy of Dispensing with Description 
[in Favour of Mathematics]…. I have never published a paper with a graph in it.”. 
 
c. Sociobiologist E.O.Wilson’s “Great Scientist [Does not Equal] Good at Math!” in Wall Street 
Journal, 5 April 2013. 
 
(2) Mathematics is Not Sufficient for Science: 
 
 A quite early observation, one made by the University of Cincinnati’s Dean [LT More 
(1915)] of Arts & Sciences, had noted in 1915, the founding year of the Mathematical 
Association of America [MAA] (within Ohio) had understood that a mathematician deals with 
mental abstractions (lines, numbers,…) rather than the scientist’s having initially observed 
naturally occurring phenomena, then reflecting thereon (= Stage I of the Scientific Method). 
 
 We are quick to note that any scientist is entitled to employ mathematics in his/her model 
[Artwork: Stage II] of a naturally occurring phenomenon, though Reed [(2015) perhaps could 
have noted that, in addition to “Most of science is biology.”, most biologists (including Darwin, 
Lorenz, and Wilson) did not feel compelled, in order to convey their respective findings, to 
express their conclusions/models, in the language of mathematics. 
 

An interesting ‘Note Aside’ in this very context is the naming, Teorema, of the Spanish 
journal of the philosophy of science, founded mid-20th Century: Would not this have been an 
implicit acknowledgement of a connexion between the truth-seeking goal of Science and the 
continual truth-bearing capacity of mathematics (as exposed in its theorems), despite the fact that 
this journal of philosophy is itself infrequently mathematical? 

 
As another ‘Note Aside’ here: One can examine Nineteenth-century British universities’ 

annual ‘Calendars’ (= catalogs) to find that, as a discipline, mathematics is listed in the 
College/School of Arts, not that of Sciences. (Indeed, undergraduates attaining in mid-20th 
Century in the USA a ‘Bachelor’s’ in mathematics were thereafter given a choice: rather than the 
usual  ‘Arts’ degree, one instead in ‘Science). 

 



(3) Another ‘Mathematical Science’: Algorithmic Programming,  
 the Linguistic Format for Capturing Successfully Biological Dynamics 
  
 Before establishing the conclusion reached here, we ask: Why would it matter that 
computer programming is actually not mathematics, despite its requirement for a logical 
rectitude quite equivalent to that of the language of mathematics? 
 
  Clouding this answer here, virtually as was concurrent at the advent, mid-20th-Century, 
of the digital computer, was the capability then (still: now) to employ long-established, though 
frequently computationally inordinate, mathematics, a result which was deemed as one that 
might prove useful in modeling the dynamics of phenomena via time-dependent 
difference/differential equations. Because these dynamical equations are so successful in 
describing physical, though non-biological, phenomena, one could quite naturally hope to 
“apply” successfully these time-dependent equations in order to “model” the dynamics of 
biological systems as well. 
 

Many have failed to appreciate that the difference— distinctively separating computer 
programming from the language of mathematics—provides the ideal understanding as to which 
of these two disciplines, oft-called ‘mathematical sciences’, is better suited to capture the 
dynamics of any real-world system containing one or more biological components. 
 
 This distinctive difference lies in the algorithmic nature of computer programming, yet 
not to be confused with the occasional use in mathematical theorem-proving (of the algorithmic 
proof). Mathematician JG Kemeny (1968) had noted—at an early conference on the (computer-
based) modelling of large-scale systems—that such computer-based models would prove better 
than comparable mathematical modeling.  Editor Dewan’s post-conference interview of Kemeny 
noted that Kemeny’s conjecture was founded on his belief that the “algorithmic nature” of 
computer programming would likely provide the advantage. 
 
 Wheatley and Unwin (1972) had noted that the term, ’algorithm’, refers not only to a 
‘mathematical recipe’, but also to any recipe.  We (1985/1984) have noted a quite grammatical 
distinction here: 
 

Mathematics, when used by a scientist, is grammatically in the third-person: 
 “ F = mXα, wherein F is force, m is mass, and α is the second derivative of position with 
respect to time ”, whereas statements in a computer-programming language are in the second-
person: 
  ‘ IF IB a,b,c ’ is a conditional Go-to instruction, very precise, but not one within   
   the language of mathematics. 
 
Similarly, the sentence/statement, “ X = X + DX ”: 
 as an (algorithmic) computer-programming statement, directs the computer to:  
  “Find the current value of the respective memory locations which you (computer)  
  have defined as X and DX, then find their arithmetic sum, then assign to the  
  location X the value of this sum”;  
 though a mathematician would replace the sentence with its equivalent:  
  “No matter the value of X, DX = 0.” 



 
The pertinence of this distinction has been made quite well within the literature of 

biology. In his book, Living Systems, JG Miller (1972) found that there are seven ‘levels’ of  
living/biological systems, from the cell, organ, organism, to…., society, yet at/within any level 
there are 17 critical sub-systems, the central one of which is the ‘decider’, which receives inputs 
from all the others and transmits instructions appropriately thereto. 

 
Thus, at the center—of the attention of one attempting to model the dynamics of any 

living system—should be the decider (one not monotonously regular), whose representation is 
rather ideally captured algorithmically (as opposed to mathematically). 

 
A Cautionary Note Aside 
 
 One needs to distinguish further a common computer-user’s error: viz., any computer 
programme, including one pre-packaged, provides a deduced algorithmic model.  Many of the 
mathematically-based routines give the impression that they provide a truly algorithmic model of 
the dynamics attending the numerical ‘solution’ of a (set of) time-dependent differential 
equation(s). Yet, they are actually numerical computational schemes appropriate for the 
(numeric) solution, rather than qualifying by being specifically authored as a set of algorithms 
specifically written to represent the dynamics learned from having just observed a particular 
naturally occurring (biological) phenomenon. The mathematical computation routines provide 
too readily a well-meaning biologist with an impression that he/she is behaving as a scientist, yet 
without having met the ‘maxim’ of Modern Science: that one first observes Nature, then reflects 
thereon, before beginning Stage II (the Artwork, the Model. 
 

Such behavior essentially copies that of many unwary users of statistical regression 
packages: Many know that, if anyone had n data points [(x1,y1), (x2,y2), … (xn,yn)], then one 
can ‘fit’ a curve/line (e.g., y = a + bx) amidst the points: Being such a mathematical result, one 
dealing indeed with measurable/recorded real-world observations, it becomes facile to assume 
that one, so behaving, must have produced a ‘scientific model’. Yet, one need realize that one 
can here have actually decided on the model before making the observations (recording the data). 

 
Students of biology do need to be aware that the ‘mathematisation’ of their presentations 

will not necessarily assure that any resulting conclusion (model) will be scientific.  Mathematics 
should instead always be considered as an alternative linguistic format for making their 
presentation (model). They would do well both to read, e.g., Nobel Laureate KZ Lorenz’s paper 
[above] and to learn a bit of computer programming. 
 

Reed cannot be profoundly attacked for his essay (2015). Mathematics is, nonetheless, 
quite tangential to biology, even though the recognition of its language in assisting with the 
understanding (and/or exploitation) of elements of Nature is quite useful.  For example, the ready 
comparison of alternative additive chemical mixes in agriculture is much more available to any 
biologist who has been sufficiently mathematically prepared to investigate and understand the 
mathematician’s ‘linear algebra’, permitting one to conduct well-designed experiments. 
 



 Yet, there is a more fundamentally founded reason (requirement) that any 
university/college graduate has successfully completed a course in mathematics: viz., as was 
recognized by the ancient Greeks, training in mathematics results in having disciplined the 
adolescent’s mind to attain—for his/her ensuing adulthood—the ability to reach logically-
derived, hopefully very nearly irrefutably so, conclusions. 
 

We should indeed encourage (require?) students of biology to ensure that mathematics 
appears in their own university transcript: Similarly, computer programing, this from among our 
‘mathematical sciences’.  Of course, if one were to join those further voices who expect that 
every university/college graduate be ‘scientifically literate’, then this encouragement [cf. 
Mihram, D., 2017], fully implemented, would become an even more welcome conclusion here. 
 
 Yet, the resulting understanding of the limited role of mathematics in Science arises as an 
implication of the description (above) of the Scientific Method as Mankind’s guide to truth-
seeking, particularly in the context of its own ‘isomorphic equivalence’ to the single biological 
process, one conducted (first genetically, then neurally) for survival. 
 

9. Summary 
 

The paper answers two questions dealing with the educational relationship between 
mathematics and science: viz., (A) Is mathematics sufficient for Science?; then, (B) Is 
mathematics necessary for Science? This paper was initially penned in December 2019. 

 
  The questions arise today as a result of the 2013 publication by mathematician Quinn’s 
conclusion in AMS’s January issue that year: viz., that mathematics is not science (AND is not a 
science) since their respective criteria for validity differ: external vs. internal confirmations of 
correctness, of providing advancements in Human Knowledge.  Other historical commemorative 
ceremonies, within our academic field of mathematics, have questioned the basis for the 
longstanding inclusion of mathematics (as a requisite subject) in the curricula of tertiary (and 
secondary) education, particularly as those early 20th-Century activities have led us to remember 
the truly educational benefit for training in mathematics. 
  
 First, the mathematician Frank Quinn, in his paper on the history of mathematics, 
concluded: “To a first approximation, the method of science is ‘find an explanation and test it 
thoroughly’, while modern core mathematics is ‘find an explanation without rule violations’. 
 
 Secondly, when viewed in the definitional context of “science”: 
[viz., Science is that human activity devoted to finding the very explanation for (i.e., for the truth 
about) any particular naturally occurring phenomenon.], then the distinction of Quinn reveals 
that mathematics is indeed different from Science. 
 
 We do note here that mathematics became historically a requisite ingredient in the 
educational STEM curricula because it dealt so directly with truth (and therefore with truth-
seeking). Indeed, we two see now that mathematics is rather unique among the academic 
disciplines in that it (with the possible exception of the philosophy of logic) provides statements 
which are irrefutably true. 



 
 Pursuing the matter of the ‘truth-content’ of human statements, we ask (and answer) the 
two questions, (A) and (B), on the sufficiency and on the necessity of mathematics for Science. 
 
 The recent ceremonial commemoration of the Mathematical Association of America’s 
[MAA’s] Centenary of its formation (initiated in Ohio in 1915 among mathematical educators) 
allowed us to re-discover a leading academic administrator’s conclusion [LIMITATIONS OF 
SCIENCE, NY (1915)] that mathematics (i.e., that pure mathematics) is not science since it deals 
strictly with abstractions (points, numbers, lines, circles, triangles, e.g.) and not with any 
naturally occurring phenomenon, as required by the definition of Science. Indeed, we do concur 
that truth-seeking must remain as the academic goal, particularly as we have shown here that the 
aforementioned “Scientific Method” is a six-stage model-building process, yet one which mimes 
isomorphically the very biological process (first ‘conducted’ genetically by each plant and 
animal species, then conducted neurally by the ‘higher’ species of animals possessing the neural 
capability of memory-and-recall) which has ensured the biological survival of all species on 
Earth to date. 
 

We conclude that mathematics need remain as a requisite in the tertiary (and the 
secondary) educational STEM curricula as a result of its inherent encouragement of this last-
mentioned biological role. Furthermore, the longstanding virtue of mathematical education in 
disciplining the adolescent mind for adulthood is emphasised. 

 
Nonetheless, we note that the rectitude of Science requires a persistence for logical 

rectitude on the part of any scientist (and any ‘doubter’), one that is of the very nature of the 
attitude accompanying the (pure) mathematician. 
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Sandwich with a Side of Emotion: An Examination of the Effects of Instructor Feedback 

Sequencing on Emotion  

 Providing students with feedback on course assessments are important and common 

aspects of instructors’ jobs.  Research suggests that course instructor feedback produces 

emotional responses in students (e.g., Lipnevich & Smith, 2009; Ryan & Henderson, 2018) and 

further indicates that the effects of these emotional responses can extend to cognition, 

motivation, and behavior (e.g., Boud & Falchilvov, 2007). It stands to reason, then, that negative 

feedback can have detrimental effects on students’ subsequent cognitions and behavior, by way 

of emotion.  

Emotion Regulation 

Given that instructor feedback has the potential to incite negative emotion within targets, 

and that these emotions may impact a host of cognitive, motivational, and behavioral variables, it 

is worth exploring how negative emotions resulting from feedback may be mitigated. A useful 

theoretical paradigm to better understand how emotions may be altered is that of emotion 

regulation. Gross (1998a, 199b) developed the process model of emotion regulation to explain 

the process that occurs when individuals alter the “emotions they have, when they have them, 

and how they experience and express them” (Gross 1998b, p. 275). 

Although typically examined as an intrapersonal process, or something occurring within 

individuals, considerable research suggests that interpersonal communication is a chief vehicle 

through with ER processes occurs, and further indicates that communication messages have the 

ability to regulate emotion (e.g., Cannava, High, Jones, & Bodie, 2018; Hersh, 2011; Holman & 

Niven, 2019; Rimé, Finkenauer, Luminet, Zech, & Philippot, 1998; Williams, Morelli, Ong, & 
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Zaki, 2018). Thus, in the context of this study, variations in instructor feedback messages may 

have the ability to regulate or mitigate negative emotion associated with receiving feedback.  

The Feedback Sandwich  

When considering how feedback may differentially affect emotional responses, one 

useful factor to consider is the sequencing of feedback statements. Feedback sequencing refers to 

how both positive and corrective feedback statements may be strategically ordered to enhance 

effectiveness.  

One area of feedback sequencing as a method of instruction generating attention is the 

use of the feedback sandwich method. This method considers how variability in the sequencing 

of positive and corrective feedback differentially affects perceptual (e.g., self-efficacy), 

motivational, and behavioral (i.e., performance) outcomes, and proposes that sandwiching 

corrective feedback statements in between positive feedback statements is more effective for 

recipients compared to other orderings (e.g., corrective feedback statements followed by two 

positive feedback statements). Inherent in this process is emotion; employing this particular 

sequencing is argued to be associated with less negative emotional reactions compared to other 

sequences of feedback (e.g., Schwarz, 2013).  

 While the effects of feedback sequencing have been widely discussed within the popular 

press (e.g., Dohrenwent, 2002; Prochazaka, Ovcari, & Durinik, 2020; Schwarz 2013), the topic 

has not generated much empirical research to date. The limited number studies conducted on 

instructor feedback sequencing and receiver perceptions suggest that the feedback sandwich 

method increases recipient perceptions of the usefulness and effectiveness of feedback than other 

sequences of feedback (e.g., Davies & Jacobs, 1985), but may not be effective as other sequences 

at influencing performance (e.g., Prochazaka et al., 2020). Overall, the primary consensus among 
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the small amount of available research suggests that feedback sequencing may affect perceptual 

judgments within receivers through mental processes which are, as yet, largely unclear.  

The Current Study  

Although evidence suggests that feedback elicits emotional responses within students 

(e.g., Lipnevich & Smith, 2009; Ryan & Henderson, 2018), and that feedback sequencing affects 

students’ perceptions of themselves (e.g., Parkes et al., 2013; Davies & Jacobs, 1985), the effects 

of feedback sequencing on emotional responses has yet to be examined. The current study seeks 

to explore the following question: Does feedback sequencing affect students’ emotional 

responses? In this study, we look specifically at how variations in feedback sequencing (i.e., 

positive-corrective-positive, positive-positive-corrective, corrective-positive-positive) 

differentially impacts emotion.  

It was expected that sandwich feedback sequencing would lead to lower levels of 

negative emotion compared to other feedback sequencing conditions. Additionally, it was also 

expected that sandwich feedback sequencing would lead to higher levels of negative emotion 

compared to other feedback sequencing conditions. 

Methodology  

Design and Procedures 

A total of 132 participants took part in this between-groups experimental study were 

recruited from undergraduate classes at a mid-sized public university in the Northeast United 

States. Participants ranged in age from 18 to 23 and were mostly female (64.9%).  

Data were collected through an online survey. Participants were told that this survey 

focused on the effects of feedback on emotion and cognition. Upon taking the survey, 

participants were asked to imagine a hypothetical scenario in which they were taking a writing-
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intensive class and needed to complete two papers, each worth 25% of their grade. Participants 

were told that they submitted their first paper last week and that today, when they logged into 

their learning management platform, their paper grade was 60%. Next, participants were told to 

further imagine that they clicked a link to feedback for their assignment. It is at this point that 

participants were randomly assigned to one of six feedback conditions representing all possible 

combinations of the following statements.  

 Six conditions represented all possible sequences of two positive feedback statements and 

one constructive feedback statement. The two positive feedback statements were as follows: 

“The structure of your paper is good” and “You have the potential to do good work”. The 

corrective feedback statement was as follows: “Your understanding of the content is incorrect”.  

At the institution where data were collected, the learning management platform used was 

D2L. In effort to enhance the ecological validity of this study, we formatted the hypothetical 

scenarios and condition messages similar to that of D2L.  

After reading their condition feedback messages, participants completed an emotion 

measure to examine the extent to which they experienced positive and negative emotion. Doing 

so allowed us to test for between-group differences in feedback condition in order to ultimately 

understand if there were systematic differences in emotion between feedback conditions. 

Differences between conditions would indicate that the feedback condition messages 

differentially regulated emotion within participants.   

Measures 

We were primarily interested in the effects of feedback sequencing on emotion. After 

viewing their condition message, participants completed a measure on emotion and emotional 

intensity. Specifically, we used the Positive and Negative Affect Schedule (PANAS; Watson, 
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Clark, & Tellegen, 1988) to understand the types of emotions participants experienced after 

reading the feedback. This scale uses 20 items rated on five-point Likert-type response scales 

ranging from very slightly or not at all to extremely to examine 10 positive and 10 negative 

emotions. The ten items used to measure positive emotion were combined into a single scale and 

the ten items used to measure negative emotion were combined into a single scale. These two 

scales demonstrated acceptable reliabilities, with an alpha of .79 for positive emotion and an 

alpha of .88 for negative emotion.  

Results 

Collapsing Conditions 

 Recall that there were six experimental conditions in the current study: two variations of 

the sandwich method, two variations of positive first feedback, and two variations of 

constructive first feedback. In effort to enhance our statistical power, we first examined if there 

were mean differences in our outcome variables in these three main conditions. Our results 

demonstrated no significant differences in positive emotion (t(42) = -1.06, p = .30) and negative 

emotion (t(42) = 0.74, p = .47)  for these general categories. Because we identified no 

differences on our outcome measure among similar conditions, and in effort to enhance our 

statistical power, we combined sandwich conditions, positive first conditions, and constructive 

first conditions, resulting in a total of three feedback sequencing conditions: Sandwich, Positive 

First, and Constructive First.  

ANOVAs Examining the Effects of Feedback Sequencing on Emotion 

We first examined the condition means for the three experimental groups. Recall that we 

predicted higher levels of positive emotion for the sandwich condition compared to other 

conditions and lower levels of negative emotion in sandwich conditions compared to other 
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experimental conditions. An examination of means for positive and negative emotion across 

conditions indicated that consistent with our expectation, the sandwich condition was associated 

with higher levels of positive emotion (Sandwich: M, SD = 2.27, 0.64; Constructive First: M, SD 

= 2.11, 0.56; Positive First: M, SD = 2.17, 0.52). and lower levels of negative emotion 

(Sandwich: M, SD = 3.27, 0.84; Constructive First: M, SD = 3.34, 0.80; Positive First: M, SD = 

3.46, 0.91) compared to the other conditions. 

 Although our examination of the means of positive and negative emotion across 

experimental condition indicated differences between the groups, we ran a series of one-way 

AVOVAs in effort to understand if these differences were outside of chance. Recall that it was 

first predicted that individuals in the sandwich condition would report higher levels of positive 

emotion than those in the other feedback sequencing conditions (i.e., positive first, constructive 

first). Results did not yield a statistically significant difference between the three groups, F(2, 

129) = 0.85, p = .43. Therefore, positive emotion did not differ among the three feedback 

sequencing groups. It was also predicted that individuals in the sandwich condition would report 

lower levels of negative emotion compared to those in other feedback sequencing conditions 

(i.e., positive first, constructive first). Results did not yield a statistically significant difference 

between the three groups, F(2, 129) = 0.51, p = .60. Therefore, negative emotion also did not 

differ among the three feedback sequencing groups. 

Discussion 

 Results of this study did not indicate differences between sandwich feedback sequencing 

and other combinations, inconsistent with our expectations. One possible reason for our lack of 

statistically significant findings may be that our study lacked the statistical power to detect 

effects between conditions. Additional participants in each condition would help allow ANOVA 
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to detect meaningful differences. In the coming semester, we plan on collecting additional data to 

see if this is the case. Regardless of whether or not we find meaningful differences, results form 

the current study suggest that the effect size of feedback sequencing on emotion may be rather 

small.  

From a theoretical perspective, results from this study contribute to the scant amount of 

literature examining feedback sequencing. Additionally, despite consideration of the perceptual 

and performance outcomes of feedback sequencing, a mechanism explaining how feedback 

statement sequencing affects perceptual and performance outcomes has yet to be examined. 

Results from this study begin to shed light on how emotion may mediate the relationship 

between feedback sequence and perceptions and behavior. However, there is still plenty of work 

to do in this area.  

Future research should examine potential moderators of the feedback sequence-emotion 

relationship (e.g., emotion regulation tendencies) in effort to identify important boundary 

conditions (e.g., trait emotion regulation tendencies). From an applied perspective, it is hoped 

that results from this study will aid in helping instructors better understand how to sequence 

feedback to their students in order to lessen the negative emotions associated with that with 

receiving feedback, which ultimately impact students’ perceptions about themselves, their 

motivation, and performance. 

Although there is still much work to do in the area of the effects feedback sequencing, it 

is hoped that the current study sheds some light on how emotion may play into the broader 

feedback – performance relationship.  
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ABSTRACT 

In the developed world, digitalisation permeates each profession, industry, form of 
entertainment, education and life in general. First, Industry 4.0. then Health 4.0 and later 
Agriculture 4.0 appeared, and after that, all of a sudden, in Japan, Society 5.0 has emerged. The 
COVID-19 pandemic has disrupted education and in the case of higher education has required 
university and college academics to shift to emergency remote education.  

The efficiency of the teaching-learning process is determined by several factors in a 
technologically enhanced learning environment. When considered as part of the continuous 
improvement of education, educational methodologies and the rate of involvement of digital 
technology in the “business process” of teaching, the shift to emergency remote education was 
an enforced step in the course of business process redesign (BPR) – a commonly used term in the 
business world. In the case of BPR, technological developments forces pedagogy to change 
methodologies. Education 4.0 has apparently arrived - the questions are: “Will it remain, or will 
old forms of education and traditional methodologies return” and “Will the education process 
redesign be evolutionary or revolutionary”? The methodological and pedagogical effectiveness 
and success of higher education will depend on how academics will apply the best practices and 
the know-how of the emergency remote education and how the capabilities of applications, 
software and online shared knowledge can be exploited.  

This paper aims to review the background of educational methodologies and to address the 
methodology questions of digital education; it outlines the pre-COVID-19 practices and strives 
to survey academics’ experiences of emergency remote teaching in higher education. Along with 
the ”time-space-group” three dimensional model of distance learning a slightly modified “time-
workload-anxiety” 3D matrix of emergency remote digital education is introduced and 
considered from the lecturers’ perspective. Furthermore, this paper focuses on the 
methodological changes in higher education and employs purposive qualitative research to 
investigate how university lecturers view the changes in the methodology of teaching.  
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INTRODUCTION 
The authors of the article have been working in the education sector as teachers and 

researchers for over 30 years. We have taught students of different nationalities and ages. The 
future of higher education, digital education and educational methodology are areas of high 
importance for all three of us. We are working in the editorial and advisory committees of GiLE 
Journal of Skills Development (GJSD), a scientific journal published by the GiLE Foundation. 
Global Institute for Lifelong Empowerment (GiLE) is a Budapest-based foundation that was 
launched with the primary aim to empower university students, to develop their interpersonal 
skills such as communication skills, leadership skills and other career skills.  

The technological background and opportunities of education changed a lot in the past three 
decades as well as the social-economical demands imposed on education. We can say that the 
emphasis on educational methodology and pedagogy shifted and transformed, and new light was 
thrown upon them. We developed from the use of fountainpen to interactive whiteboard and to 
even more advanced tools, up to Education 4.0. At least in places where it became possible, as 
we should not forget that modern technology is not available to everyone in several countries, for 
which reason we cannot speak about the global transformation of education, however, we cannot 
deny that in most of the economically developed countries the digital-virtual world is part of 
everyday life. 

Where advanced, state-of-the-art technology was implemented, it became especially obvious 
that in several areas, even where it had been inconceivable earlier, effective human presence 
became unnecessary. As for example it happens day by day via various online means of 
education, or when this becomes the general and only possibility of education due to, let us say, 
in an emergency (such as the Covid-19 pandemic). This sheds light on the old sensitive subject 
of the effective role or task of an educator in the 21st century or whether the educator will still 
have a role at all and if he/she will, how it will be and how it will differ from the old ones, and so 
on. 

The main aim of our research is to investigate the opportunities of higher education - and it 
reveals a world in transformation in every aspect - from the point of view of education and 
training as well. Parallel to all this appears the requirement of paying higher attention again to 
the form of communication, moreover to human communication itself, as an issue of education 
and training! 

As while in the past (but in the present as well) hard skills were deemed the highest value, 
there is now a growing and urging need for transversal soft skills, for pushing them in the 
foreground and learning as well as teaching them. So, in addition to professional knowledge the 
initiation of productive dialogues based on empathy, attention and flexibility, etc. within 
communities, groups, teams, which is a fundamentally communication issue, can only be 
accomplished by the high-quality teaching of direct human communication. This, however, 
requires education exceeding the traditional professional skills, which is in line with the life-long 
learning model of the era and which is capable of maintaining human ethical values even in an 
online world. 
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The pandemic is challenging the education sector. According to the United Nations (2020), 
around 40 million children worldwide missed learning opportunities and social interaction during 
the first wave of COVID-19 and the situation is similar in the higher education sector as well 
where traditional lectures and seminars were replaced by recorded and streamed lectures. 
Students and teachers all struggled due to the lack of ICT and pedagogical skills needed for 
teaching online.  How have our educator colleagues of different ages and scientific areas 
working in higher education in Hungary managed in this period of the pandemics? What 
challenges did they have to face during the Covid-19 lockdown? What are their experiences and 
what are the yields of the established situation? In our study, we are looking for answers whether 
there is a need for qualified educators who are ready for a digital-driven world of teaching. Does 
online emergency remote teaching mean more work for educators? Does Education 4.0 benefit 
educators at educational institutions because they are able to better serve their students’ specific 
needs?  

In the current study, we will briefly discuss how higher educational institutions are 
underway a structural and methodological change and review educators’ IT competencies in 
particular relation to their pedagogical practices. We will give an overview of the results of semi-
structured interviews with educators in two universities in Budapest Hungary to look at the 
changes in the methodology of teaching and to investigate their experience in the first phase of 
today’s revolutionary changes in the delivery of education. 

LITERATURE REVIEW 

Higher educational institutions are again underway a structural and methodological change 
concerning their educational practices. The pandemic COVID-19 enforces the present changes 
while these changes are also forced by the different behaviour of the generations entering 
universities and colleges. The methodological and structural educational changes in higher 
education are based on three main pillars, namely IT technological development, i.e. 
digitalization, the methodological challenges and the attitude and behavioural changes of the 
generations. The development in IT technology have triggered computer assisted learning and 
the solid support of digital technologies jointly with the proliferation of the internet made 
eLearning possible in various forms. The fundamental difference between the digital immigrant 
and the digital natives also challenges universities to introduce novel methodological approaches 
in order to maintain their students’ attention and by offering high quality education to grab 
competitive advantage (Fig. 1.).  



 4 

 
Fig. 1. Three pillars of higher educational practices (developed by author) 

Such a development forces higher education institutions to review staff IT competencies in 
particular relation to their pedagogical practices.  The question is now whether higher education 
can successfully exploit IT in support of teaching and learning and whether lecturers now 
naturally consider IT to be a strategic tool embedded within their own teaching practices. The 
“first wave” of the COVID-19 pandemic forced higher educational institutions at short notice to 
migrate their education onto digital platforms, thereby highlighting the possibility for higher 
education to enter into a revolutionary phase of development in terms of instructional 
methodology (Fig. 2.).  In this crisis situation, several similarities to the development of business 
processes were suddenly evident; higher education had been forced to enter into a phase of 
Educational Methodological Redesign (EMR). The last half a century has proved that 
technological development, hand-in-hand with changes in society, shifts all kinds of processes in 
business, education or even health service provision from an incremental, evolutionary phase to a 
more radical, revolutionary phase (Venkantraman, 1994). Potentially, such a shift was now 
underway, and not only in Hungary.  

The success of IT-enabled education methodological transformation will depend on the well-
being of the participants involved being either students or lecturers. This paper focuses on the 
lecturers’ point of view and investigates the experience of lecturers in the first phase of this 
revolutionary changes in the delivery of education. 
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Fig. 2. Educational Methodology Redesign (developed by author based on Venkatranam 

(1994), Ferguson & Wilson (2001) 

Ferguson and Wilson (2001) argue that educational institutions have already undergone 
through the progressive phases regarding their educational practices and delivery of lectures and 
seminars. According to them “most of the current efforts to make use of computer and 
communications technology within education fall within the early and progressive stage of IT 
implementation”. However, due to the development of IT integration in educational 
technologies, the development of applications and web-based technology, furthermore the 
emergency remote teaching due to COVID-19 pushed educational practices to the 
radical/revolutionary phase lately, in which distance learning, online learning both being real-
time question the status quo and desires for a reappraisal of digital education. Even such higher 
educational institutions which were stuck at the progressive /evolutionary level have to open 
towards the involvement of digital technologies and revise their teaching methodologies. The 
success or failure of digital education during the pandemic will determine how higher 
educational teaching practices will be restructured and how digital educational methodologies 
will be involved and integrated in the delivery of content after the pandemic. The paper focuses 
on collecting how lecturers experience the transition from the progressive to the radical level, 
what they could benefit from the process, what fears they have and what traps, challenges they 
have faced in the course of this sudden and highly intensive change. 

“Education is people-centred activity” (Ferguson & Wilson, 2001) and as such, the success 
of education highly depends not just “on the sensitive implementation of fundamental IT-based 
change” but on the social well-being, the personal feelings and emotions as well as on the 
perception of the parties involved in the process of digital learning. The time-space-group model 
elaborated for distance learning by Miller and Padget (2006) well depicts the development of 
digital education (Fig. 3). From the asynchronous mode of computer-based learning through the 
synchronous video conferencing higher education has already stepped into the phase of 
synchronous virtual classes involving a group of students.  Online delivery of lectures and 
seminars become a regular practice, while the application of methodologies from traditional type 
of education has raised the question how well higher education is prepared for real-time online 
teaching. 
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Fig. 3. The revolutionary phase in higher education methodology – virtual classes  

(developed by author based on Miller and Padget (1998) 

Emergency remote teaching placed education to asynchronous, virtual classes where 
participants are at different places and a group is taught simultaneously. Meanwhile, the other 
forms of individual learning remained an integral part of the learning process. Beyond the 
technical constraints and challenges that occurred, lecturers faced methodological challenges at 
the same time. These challenges range from administration and organization of virtual classes 
through the questions of interactivity to methodological challenges. Out of the above 3D 
cube/matrix the cuboid of Virtual classes with a group size is taken out and two extra dimensions 
– workload and anxiety – are added to it due to the sudden transition to digital education (Fig. 4). 

 
Fig. 4. The virtual class cube with workload and anxiety (developed by author)  

This paper reveals in the findings and results how lecturers at the two universities in 
Budapest experienced these revolutionary changes and what methodological changes they had to 
make in order to lead their teaching into success. 
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RESEARCH METHOD AND DATA COLLECTION 

The present study focuses on two higher educational institutions in Budapest, Hungary, 
namely Budapest Business and School and Óbuda University. In response to a government 
directive and in response to the early onset of the “first wave” of the Covid-19 pandemic in 
Hungary, both universities shifted their mode of instructional delivery from the face-to-face 
traditional approach involving both lectures and seminars to emergency online digital education. 
The new approach taken involved either synchronous or asynchronous participation on the part 
of students. The research examines this new “emergency” mode of education from the lecturer’s 
perspective and uses qualitative methodology to explore the lecturer’s attitude and behaviour 
during this period of emergency remote digital education. Semi-structured, or in-depth 
interviews were conducted by the researchers, five members of the staff at both universities were 
interviewed. Semi-structured interviews allowed more interviewers to conduct the interviews and 
made a more open and discursive conversation possible. Using formal guidance, the interviewer 
followed prescribed guidelines, but was able to pick up on points made and digress from the 
guidelines when he/she felt it to be appropriate. The interviewers had the chance to interview the 
lecturers only once, a constraint which further justified the use of the semi-structured interview 
method (Bernard, 2006). The interviews did not exceed the one-hour time range, which is 
considered a reasonable maximum length for such interviews (Adams, 2015). Since the 
interviewers are lecturers at the same institutions, the interviews were preceded by observation 
and enabling the researchers to collect informal data about digital education. Hence, with the 
additional help of the interviews they could gain new insights into the topic in question. 

The analysis aims to give an insight to the common attitude of lecturers and strives to reveal 
how higher educational practices can benefit from the affordances of digital and online education 
revealed by the pandemic situation. The interviewed lecturers work for faculties of Business and 
Management at the two universities and were selected from different age groups, from 25-30 to 
over 60, while maintaining a 50-50% balance of male and female staff members. The lecturers 
come from different professional fields ranging from Economics through Statistics and 
Mathematics to Informatics. The lecturers have different skills in informatics and in the usage of 
computer tools, software and applications. Data was collected with the help of semi-structured 
interviews, and the method of descriptive analysis and the use of a world cloud helped 
researchers to draw conclusions. The interview questions were designed so as first to give a 
warm-up question about the participants’ general feelings and approach to digital and online 
education, and then go into detail concerning technical skills, methodological questions, and 
questions concerning staff isolation and the level of support provided by the university. 

FINDINGS AND RESULTS 

The interviews were conducted in May-July 2020 when the first wave of COVID-19 ended 
at the end of the second (Spring) semester of 2019/2020 which means that the lecturers’ first 
experiences and reactions as a short-term response to the disruption caused by the pandemics 
could be tracked.  

The study began with two open-ended survey questions that asked about the participants’ 
first reaction and first thoughts when emergency remote teaching was introduced in Hungary 
soon after the outbreak of the coronavirus pandemic. The interview questions asked 
participants whether they were prepared for the changes and the new methods as well as how 
time-consuming or stressful the shift was. Some of the questions were designed to find out 
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whether lecturers at the two Hungarian universities were skilled for the new instructional 
delivery and teaching experience, whether they had experience in using online teaching tools and 
digital methodologies. Finally, lecturers were asked what they consider beneficial for the future 
of higher education and what digital methodologies they would incorporate in their teaching tool 
set when personal fact-to-face education returns.  

Lecturers at both universities mainly experienced emergency remote teaching as a negative 
experience (overall sentiment analysis is negative: 58.1%) while they explored the potential and 
the positive digital divide in the future of higher education. At the beginning of the shift to 
emergency remote education, lecturers were “afraid of the unknown and the uncertain”. Some of 
them were shocked and were thinking “for how long it would last”. The lecturers from the age 
group 60+ thought that “I will not be able to cope with the situation because I do not have the 
basic skills, the right knowledge, the technical skills”, or “I teach in a more ad hoc way, the 
learning material is always uploaded to the students and seminars depend on actualities. The 
most difficult for me was to plan and structure each minute in advance.” All the age groups we 
studied are “digital newcomers” when it comes to redesigning their online courses. They all had 
limited access to software and complained about the increased stress and workload since all of 
them were uncertain about how to choose the right platforms and how to use them.   

Participants were asked to rate their input of time and effort and how stressful the shift was 
to them. They were asked to respond using a 5-point Likert scale ranging from 1 to 5 and 
measure the input of time, workload, and the stress factor on a scale of 5, where 1 is not at all 
stressful/time-consuming, 2 is stressful and time-consuming to some extent, 3 is neutral, i.e. 
there is no significant change in the input of time and effort/there is no change in the amount of 
stress, 4 is a major increase in the amount of workload/stress, 5 is excessive amount of workload 
or stress.  

As it can be seen in Figure 5., no respondents selected 1 (i.e. no stress and having the same 
workload) and all the lecturers emphasised the increased amount of workload (Fig. 5.). 
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Fig. 5. Respondents' assessment of the time and stress factor on a Likert scale of 1-5 during 
emergency remote teaching under COVID-19 (developed by author)  

 

As regards the methodology, it is proved that lecturers at both universities would have 
required more training courses on teaching methods and wished they had more digital skills for 
using online teaching tools. Some of the answers that our respondents gave were the following: 
“Who was brave enough to experiment, got to know these methods after surviving the first 
shock.” “I did not feel really prepared for this and asked my colleagues to give some help.” “We 
learnt together and I became a Teams pro at the end!” Most of the respondents reported that 
they had looked at online digital teaching as a challenge and tried out tools like Zoom, MS 
Teams, Skype, Big Blu Button for communication and delivering online classes, and they 
regularly used the learning management system at their universities (Moodle, Coospace) for 
assessing assignments, sharing news, have chats in the tool called Forum etc. “Yes, I started 
immediately transform the content to make it easy to learn through.”  However some of them 
felt that “we could not create the atmosphere that I could create in a classroom,” and lacked the 
atmosphere of a class when by walking around help can be given to students, can share attention 
and can easily create group dynamics. The question has risen “how can I use the tools in class 
and how will the class be interesting and efficient?” Only two of the lecturers mentioned tools 
with which interactive games and tasks were embedded in the LMS and were used in class 
(Worldwall, Educaplay, Kahoot, Polleverywhere, Voxvote, Mentimeter, H5P in Moodle), 
although some have already had experience in digital methodology (had developed e-learning 
courses earlier).  

Lecturers from both universities acknowledged that they have learnt a lot about methodology 
and got trained and skilled in how to plan and organise online webinars. There were no real 
differences between the experiences of the lecturers of these two universities. One of the 
respondents concluded that “The more time and energy you put into preparation, the easier it is 
to deliver, more enjoyable for students and teacher!” 

The interviews allowed the researchers to collect a set of relevant words concerning digital 
education methodologies with a relevance over 0.6, namely students (0.994), a lot of time 
(0.778), Moodle (.0.705), Zoom (0.680), online testing and online consultation (both having a 
relevance of 0.644), Skype (0.589) and Big Blue Button (0.579). The analysis shows that the first 
and most important issue for lecturers is time and the second set of issues is technical concerns. 
Considering frequency, the words time, team, and problem occurred the most frequently apart 
from the word student. Keywords in the interviews different from the most relevant words were 
laptop, webcam, contact time, personal teaching, remote teaching and online seminar that well 
reflected the technical and the personal side of education.  

At both universities lecturers are open to integrating online testing, digital boards, Moodle 
assignment functions, games, interactive digital tasks in the future and all agree that online 
consultations, conferencing, or even lecturing in the framework of Erasmus+ staff mobility 
should be integrated. All of them missed personal contact time with students and face-to-face 
teaching and as one of them said “What I feel and I am afraid of is whether I will be needed in 
the future. I feel that students need my live oral consultation and explanation but sometimes I 
have the feeling that I record some lectures and I will not be needed any longer. However, I think 
that not only because of me, but because of the students, they need it.” 
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Fig. 6. The most frequently used words in the interviews (developed by author)  

In summary it can be concluded that the interviewed lecturers found digital education a bit 
worrying at the beginning because they did not feel confident and did not considered themselves 
“digital literate” in terms of methodology. They looked at emergency remote teaching as a 
challenge and trained themselves to cope with the technical and methodological problems or 
challenges. After the first wave of COVID-19 they would prefer returning to personal face-to-
face teaching but keeping the best practices and integrating the newly learnt methodological and 
soft skills into their teaching to be able to deliver more engaging and relevant classes. 
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CONCLUSIONS 

In summary, this paper argued that the sudden transition from the face-to-face traditional 
instructional delivery to emergency online digital education raised serious challenges for 
teachers and professors at higher education institutions across the globe as well as in Budapest 
Hungary. The shift was an enforced step in the course of business process redesign (BPR) which 
forced pedagogy to change teaching methodologies.  

The research examined the new emergency mode of education from the lecturer’s 
perspective and explored the lecturer’s attitude and behaviour during the Covid-19 period in 
Budapest in 2020. The lecturers or academics that were interviewed at the two Hungarian 
universities had different skills in the usage of computer tools, software and applications. Their 
experiences and first reactions to emergency remote teaching were studied and whether the new 
acquired skills and the capabilities of applications can be exploited in their future teaching 
practices. 

The analysis leads to the following conclusions: 

• The sudden transition created severe disruptions. All the interviewed educators agreed that 
remote teaching was a completely new experience for them, and redesigning their courses 
was challenging, stressful and time-consuming, especially at the beginning of the pandemics 
when social distancing measures were imposed by the government.  

• Improvising quick and efficient solutions caused many problems for educators, they were not 
prepared for this task, it added to their workload, and they looked at it as a major challenge 
and became frustrated.  

• All the educators were concerned about the loss of personal contact and interaction with 
students, the lack of feedback, and they were afraid of alienation. They had concerns about 
their students’ learning process, especially teachers of undergraduate (BSc) students or 
students who did not have a chance to meet the teacher in the classroom before the lockdown 
period. Student drop out was a serious concern in many cases. 

• Although educators used online tools such as Microsoft Teams or Zoom that offer 
possibilities for interaction, they did not have enough time to acquire new skills and learn 
how to use these tools efficiently and interactively. Many of the educators complained about 
the lack of infrastructure. 

• Professors lack methodological training and time to adapt their teaching skills and soft skills.  
• Students and educators need more time to learn more about 21st century digital etiquette, for 

instance, how to use webcams, microphones, how to facilitate discussions, how to manage 
digital disruptions, etc.  

• The shift to online education and the recorded learning material created anxiety and a fear of 
losing jobs. Several educators hope to go back to the original face-to-face format.  

Education 4.0 has apparently arrived. Our far-reaching conclusion is that educators of all age 
groups who had to migrate the classes to online delivery platforms need to have 21st century 
transferrable skills. Our data suggest that we still have a long way to go to be able to cope with 
the current situation and find the opportunities in these challenges. 
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Abstract 

Post Traumatic Stress Disorder (PTSD), and other Mood Disorders have similar symptoms of 

panic, hypervigilance, and intrusive thoughts. While 4% of Americans suffer from PTSD, 20% 

suffer from Mood Disorders, there is a high overlapping percentage of people who have a 

diagnosis of PTSD and a Mood Disorder (Brown et al., 2019). The concept of Animal Assisted 

Therapy is becoming wildly popular and there is increasing research on the results, however, 

there are a lot of Mental Health Professionals who are unaware of the benefits of Animal 

Assisted Therapy over traditional talk therapy and a cocktail of biologic drugs (Morrison, 2007). 

There is a need to explore the benefits of Animal Assisted Therapy on patients suffering from 

PTSD and Mood Disorders so that professionals can give them the ideal care to help minimize 

symptoms and lead them on the road to recovery.  

 

Keywords: Post-Traumatic Stress Disorder (PTSD), Animal Assisted Therapy (AAT), Mood 

Disorders, Canine Assisted Therapy (CAT), Equine Assisted Therapy (EAT)    
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The creation of Animal Assisted Therapy (AAT) has taken the phrase, “man’s best friend” to a 

higher standard in the recent years. We constantly see animals in the work environment, from 

using horses to patrol the streets and parks, to using a dog’s nose to sniff out a form of illicit 

material. If they can do that, then they can help therapists by providing beneficial treatment to 

patients struggling with mental health disorders. Forms of AAT have helped patients and has 

been effective in improving anxiety symptoms and as a result, their eventual quality of life 

(Brown et al., 2019). The most common form of AAT that has been seen and talked about in 

research since the creation of this form of therapy is Canine Assisted Therapy (CAT). This could 

range anywhere from having a Diabetic Dog, to an Emotional Support Dog. An additional form 

of AAT is Equine Assisted Therapy (EAT) which is the same form of treatment as CAT, only the 

patients go to the stables and have lessons on the horses. If AAT has proven to be effective to 

some mental health diagnosis, then why not for all mood disorders? 

Both forms of AAT are usually used as a “last resort” form of therapy for patients that 

don’t respond positively, or in a timely manner to regular forms of talk therapy because talk 

therapy and a diagnosis of PTSD or Mood Disorders comes with many common challenges. 

Many of these patients view the world as dangerous and have a refusal to trust people due to a 

need to self-preserve (Beetz et al., 2019). It is then that therapists recommend AAT therapy, 

whether it is CAT or EAT. Most forms of AAT result in a combination of talk therapy coupled 

with the AAT treatment (Tournier et al., 2017).  However, there are some challenges that arise 

with using AAT. Because AAT is such a new form of therapy, it hasn’t been fully studied in 

depth with the benefits and challenges analyzed. It is for this reason that some therapists are 

reluctant to prescribe it as a form of treatment (Tournier et al., 2017). It is also expensive and 

time consuming. Many EAT stables are non-profits, but still charge a rate of up to $150 per 
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session (Yarborough et al., 2018). For patients that are unable to work due to their diagnosis, this 

could result in a financial strain, or an unwillingness to turn to this form of therapy (Yarborough 

et al., 2018). CAT also presents its own financial strain and time consuming manner, so some 

patients will choose not to use this form of therapy if it isn’t convenient to them. An analysis of 

current psychologic studies has revealed that Animal Assisted Therapy is a positive choice of 

therapy for those suffering from Post-Traumatic Stress Disorder and other Depression related 

mental health disorders. In this paper, I will analyze studies using CAT and their potential 

benefits, studies using EAT and those potential benefits, and then I will discuss all the potential 

benefits and challenges to patients when using any form of AAT.  

Post-Traumatic Stress Disorder 

Post-Traumatic Stress Disorder (PTSD) is defined as the prolonged reaction of a person 

after experiencing or witnessing a traumatic event (Beetz et al., 2019). There are many events 

that can lead to the development of PTSD such as a physical or sexual abuse, war, or large acts 

of violence (Beetz et al., 2019). For a diagnosis of PTSD, the event must have violated the 

person’s integrity, and they must be experiencing the avoidance of triggers, intrusive thoughts, 

and hyperactive vigilance (Beetz et al., 2019). Currently 4% of Americans suffer from PTSD, 

which is roughly 8 million people (Brown et al., 2019). PTSD has parallel symptoms to 

Depression such as feelings of helplessness, loss of interest in daily activities, and a decrease in 

self-care (Tournier et al., 2017). It is for this reason that most of the treatment options for both 

disorders are the same and can often result in the same progress of lack thereof.  

Depression 

Depression causes an inhibition of daily activities such as working and eating. There are 

many forms of depression that must be persistent for at least 2 weeks, such as Major Depressive 
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Disorder, Persistent Depressive Disorder, Postpartum Depression, Psychotic Depression, and 

Bipolar Disorder (National Institute of Mental Health, 2020). Some of the most common 

symptoms of depression are feeling sad and empty, irritability, guilt and hopelessness, and 

decreased energy and/or fatigue (National Institute of Mental Health, 2020). Depression is 

extremely common and is thought to be caused by combination of factors, such as biological and 

environmental. The biological factor is the decrease in the neurotransmitter serotonin. Serotonin 

regulates bodily functions such as moods, low energy, and aggression, and when there is an 

imbalance and the level is well below what it should be, it is feasible to assume a possible 

diagnosis of a depressive disorder (National Institute of Mental Health, 2020). Many biological 

factors could be genetic or develop later in life. Any environmental factors that could lead to 

depressive symptoms span from something as little as a change in routine, to as something with a 

lot of magnitude, like a death of a family member. In that span of potential stressors, it is entirely 

possible to infer that an exposure to trauma could cause depressive symptoms.  

Anxiety Disorder 

Having a small form of anxiety is a daily part of life. Worrying before a test as you study 

is a normal amount of anxiety and stress. However, when someone has an anxiety disorder, the 

feelings don’t go away and sometimes get progressively worse, resulting in an inhibition of daily 

routines. The most common form of Anxiety Disorders is Generalized Anxiety Disorder which is 

excessive worry and stress about a wide variety of subjects. Common symptoms are; 

restlessness, fatigue, difficulty concentrating, and difficulty controlling feelings of worry 

(National Institute of Mental Health, 2020). Other forms of Anxiety Disorders are Panic Disorder 

and Phobia-Related Disorders which result in persistent panic attacks and an aversion to a 

specific situation/object respectively. Panic Disorder is persistent panic attacks that could include 
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heart palpitations, shortness of breath, feelings of impending doom, and feelings of being out of 

control (Jacobs, 2008). Phobia-Related Disorders are an intense fear and aversion of a situation 

or an object, people will take extra steps to avoid what they are afraid of and will experience 

intense anxiety when they are encountering the object of their fear (National Institute of Mental 

Health, 2020). Avoidance behaviors and panic attacks emulate similar symptoms of PTSD as 

Anxiety Disorders can be caused by an exposure to a level of stress and trauma. 

Canine Assisted Therapy 

Canine Assisted Therapy (CAT) is the use of dogs to promote potential treatment plans 

and healing (CRC Health, 2020). Dogs have proven themselves to be like other companion 

animals, they are non-judging and offer unconditional love. Forms of CAT are widely used to 

help with behavioral and communication problems. The patients are provided with the ability to 

train the dog, pet the dog, and care for the dog as they would care for themselves. CAT is often 

used when traditional talk therapy has failed due to a lack of patient/therapist trust, or a severity 

of diagnosis and symptoms. So, CAT is suggested to try to help the patient alleviate symptoms, 

and is often paired with talk psychotherapy in order for the therapist to monitor the patient’s 

improvement, and help them apply the lessons that they’re learning to other situations (CRC 

Health, 2020). The self-motivation techniques that are used and the responsibilities learned can 

help alleviate symptoms of depression and to help calm down anxiety and panic disorders. 

Emotional Support Animals 

Canine Assisted Therapy (CAT) has three different sub groups; Emotional Support Dogs, 

Therapy Dogs, and Service Dogs. Emotional Support Dogs are used specifically for that; 

support. They are not trained for specific tasks and are used to ease the symptoms of anxiety, 

depression, and loneliness. They are considered companion animals and are not trained in sync 
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with their handler (Reisen, 2020). In order for someone to have an emotional support animal, 

they must have a diagnosed psychological condition by a mental health professional (Reisen, 

2020). In addition to having a diagnosed condition, the health professional must provide the 

handler with a letter of certification that validates the animal’s position as an Emotional Support 

Animal and that the handler has an actual diagnosed condition recognized by the Americans with 

Disabilities Act. While the letter does certify that the dog is an Emotional Support Animal, they 

still have limited legal rights and are not allowed to do certain things. Because they are not 

trained to perform specific tasks, they do not have unlimited public access such as entering 

restaurants and owners are allowed to refuse service and ask them to leave as per health code 

standards (SitStay, 2020). Emotional Support Animals provide beneficial services to their 

handlers and are protected from being evicted from housing situations that don’t allow pets and 

they are allowed on flights as long as the handler has the written letter from their mental health 

professional. Because of these certain privileges there has been a surge in people who take 

advantage of the potential status as an Emotional Support Animal and it actually causes more 

harm than good to the actual patients that need their companion to help them with their daily 

lives. Emotional Support Animals are recognized as a helpful therapy unit for patients who don’t 

have a severely debilitating psychological condition, but still need help completing routine tasks 

that might pose as stressful or difficult. 

Therapy Dogs 

Another type of CAT is Therapy Dogs. They play a slightly different role than Emotional 

Support Animals and Service Dogs because they don’t have just one specific person that they are 

tasked with helping. Therapy Dogs work in a clinical setting such as hospitals and nursing 

homes, bringing happiness and comfort to the patients and residents. Similar to Emotional 
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Support Animals, Therapy Dogs do not perform tasks to help the patients and they just provide 

comfort (Reisen, 2020). However, they are different from Emotional Support Animals because 

of their training level. Therapy Dogs are picked specifically to have a calm temperament because 

they are being handled by different patients and are interacting with many different people. They 

need to be comfortable in a new setting every single day, and they need to be comfortable around 

new people because there could be loud noises, and they need to love people (SitStay, 2020). 

Unlike Emotional Support Animals and Service Dogs, there are no legal rights protecting 

Therapy Dogs. They are not considered under the Americans with Disabilities Act and are not 

allowed in public spaces (Reisen, 2020). Therapy Dogs are trained through the specific 

organization that they are being issued their certification for, and they are covered though that 

organization. While Therapy Dogs are not constantly with the patients they are providing support 

for, they are an effective way of helping those with memory issues and difficulties with routine.  

Service Dogs 

The most important and intense form of CAT is Service Dogs. Service Dogs are trained 

to respond to specific cues given to them by their handler’s psychiatric symptoms. They are 

trained individually with their handler to help with any physical, psychiatric, or other disability 

(Reisen, 2020). Because a Service Dog must be trained to work in sync with their handler’s 

disability, there are many degrees to which they can respond to cues, and many disabilities that 

they can be trained to help with. The most common types of Service Dogs are; Autism Service 

Dogs, Hearing Dogs, Diabetic Alert, Seizure Response, Guide Dogs, Allergy Detection, Mobility 

Assistance, and PTSD Service Dogs (SitStay, 2020). Service Dogs are seen as an extension of a 

medical device, like a wheelchair or a pair of crutches. The main argument around Service Dogs 

is that they should simply be ignored just like one would ignore someone using a cane or an 
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oxygen tank. Because they are seen as a functioning medical device, Service Dogs are given full 

public access into restaurants and other areas and are protected fully under the Americans with 

Disabilities Act, giving them full legal rights. They are allowed to ride on airplanes following the 

guidelines of the specific airlines (Reisen, 2020). Service Dogs have proven themselves to be the 

most effective form of CAT for patients with debilitating disorders. Having a Service Dog gives 

a patient 24/7 help and companionship to monitor their daily activities and help alert them to any 

episodes that may come with any potential triggers or obstacles.  

For PTSD, Anxiety and Depression, they all seem to have varying degrees of severity so 

it must be evaluated on a case by case basis. For less severe cases of anxiety, therapists would 

recommend an Emotional Support Animal. When the disorder becomes debilitating and inhibits 

the patient’s daily activities, then a specially trained Service Dog would be recommended. 

Combat related PTSD is one of the most serious forms of PTSD and the most commonly studied 

and it is often the most common form of CAT. Having a PTSD Service Dog is the most common 

way that the public sees Service Dogs in action.  

Current Research on Canine Assisted Therapy 

Megan Kloep and her colleagues ran a 3 week long intensive study to see the potential 

benefits of Psychiatric Service Dogs on combat related PTSD. They separated the subjects 

randomly into two groups and had one group interact with the Service Dogs, and the other group 

had normal talk psychotherapy. The subjects engaged in self-monitoring before the study to 

determine the baseline of their PTSD, during the duration of the study, and then in a 6-month 

follow-up to the survey (Kloep et al, 2017). The study was concluded with the subjects reporting 

an overall improvement in quality of life, but the subjects who were exposed to the dogs had a 

greater increase in quality of life (Kloep et al., 2017). There were some limitations of the study 
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because the sample size was relatively small with there being only 12 subjects (Kloep et al., 

2017). However, there was enough data that researchers were able to come to a conclusion that 

the exposure and interaction with Service Dogs increased the quality of life of patients with 

combat related PTSD and that coupled with traditional talk therapy, it is an effective way of 

PTSD treatment. 

Another study was conducted by Stephen Stern and his colleagues on the benefits of 

companion-related treatment. A survey was sent out asking veterans to rate their quality of life 

and the presence of their symptoms before and after getting a companion animal. The subjects 

reported that their PTSD and depression were unbearable and interfering with their daily 

activities. And after adopting or purchasing their canine companion the subject reported that just 

having the companionship helped to improve their symptoms (Stern et al., 2013). They reported 

that just having the companionship of their dog helped with the improvement of their PTSD and 

depression, but those who sought CAT formal training for their dogs reported a greater 

improvement in their symptoms (Stern et al., 2013). The only real challenge and possible 

limitation of this study was that there was no baseline established before the subjects obtained 

their dogs, so it was really just up to their self-monitoring, and that the surveys were not 

conducted in a controlled setting. The researchers concluded that the presence of canines around 

people with PTSD and depression are beneficial for improving symptoms (Stern et al., 2013). If 

the canines received any addition Service Dog training, then the improvements would be on a 

greater scale.  

Engaging in any form of CAT, whether it is with an Emotional Support Dog, Therapy 

Dog, or Service Dog is a beneficial treatment plan for those with PTSD, Depression and Anxiety 

(Kloep, 2017). The potential treatment of CAT is used to treat the following symptoms from 
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PTSD and anxiety; hypervigilance, disassociation, and intrusive thoughts, and for depression; 

loneliness, guiltiness, and loss of self-worth (McLaughlin, & Hamilton, 2019). Following the 

treatment plan of CAT, the patient would be experience a general improvement of quality of life 

(Layng, 1988). They will have increased motivation and focus, due to the fact that they now have 

another life that they’re responsible for. The dog provides a sense of companionship and treats 

the symptom of loneliness and guiltiness. If the dog has been trained as a Service Dog, it can be 

trained to alert and distract the person from their intrusive thoughts and disassociation in order to 

help them continue on with their daily routines (Schramm et al., 2015). If coupled with 

traditional talk therapy, CAT is extremely beneficial and provides a great path for improvement. 

Equine Assisted Therapy 

Equine Assisted Therapy (EAT) is the use of horses to provide a treatment plan for those 

with mental health disorders (Bizub et al., 2003). It is similar to CAT therapy in the sense that it 

is only prescribed as a last resort treatment to patients who aren’t responding to traditional talk 

therapy (Trotter, 2012). It also isn’t as popular for severe diagnoses of PTSD, Depression, and 

Anxiety because the animal companion isn’t with the patient 24/7 providing symptom treatment 

and adjustment (Selby, & Smith-Osborne, 2013). Instead of constant animal companionship and 

treatment, the patients have to transport themselves to the stables to receive their lessons. Horses 

have a high sensitivity to emotions and physical changes in a person, recognizing it even before 

the person does themselves (Johansen et al., 2014). Because the horse is able to do that, part of 

the EAT treatment regimen is helping the patients recognize their own emotional changes when 

they are experiencing intrusive thoughts, feelings of hopelessness and loss of motivation 

(Wharton, 2019). The eventual goal of the treatment is for the patient to learn to control their 
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emotional change as their symptoms improve or progress. They should be able to exhibit more 

consistent behavior as the treatment plan progresses. 

Current Research on Equine Assisted Therapy 

Alex Bivens and his colleagues conducted a study on the effectiveness of equine assisted 

therapy. The 31 participants were evaluated before treatment to establish a baseline of their 

symptoms to see how they could potentially progress. They then participated in equine based 

therapy program coupled with sessions of traditional talk therapy after each riding lesson to see 

how they felt before, during, and after (Bivens, 2007). The therapy treatment consisted of hour-

long horseback riding lessons that are heavily based on forming a connection with the horse. 

Grooming and tacking up the horse forges an emotional connection and a form of trust between 

horse and rider that can be followed into the treatment (Kinney et al., 2019). Riding the horse 

during the lesson further establishes the connection and helps the patient be more open in 

traditional talk therapy immediately or at a time after. After the study was concluded, the patients 

were asked how they were feeling now as to how they were feeling before, and then another 

follow-up was conducted 6 months later (Bivens, 2007). The limitations of this study were that 

the patients needed to be brought to the stable to complete their therapy. It’s good that there was 

a baseline for the researchers to see how their patient’s symptoms normally are. It was also 

beneficial that a follow-up was done a time after, to make sure that the results were longitudinal. 

The researchers concluded that there was a significant improvement in psychological well-being, 

and a decrease in distressing symptoms after the equine assisted treatment plan (Bivens, 2007). 

Another study was conducted by Hannah Burgon on the effects of ‘at-risk’ youths 

suffering from trauma based disorders. There was a limitation on the study immediately because 

the sample size was so small and there was no follow-up with the subjects after the study was 
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completed. The teenagers engaged in the typical equine assisted therapy of grooming and tacking 

up the horse, and then participating in a lesson (Burgon, 2011). Because adolescents with trauma 

related disorders often have all the symptoms of their disorder, they often have trust issues as 

well (Burgon, 2011). The purpose of using the horse is to try to ensure that the adolescent 

develops a bond with the horse, and over the course of the treatment/study, they begin to trust 

and open up in the talk therapy that’s co-treating the patient. Burgon concluded the study with 

positive results. The equine assisted therapy helped develop self-confidence, feelings of empathy 

and a start of developing trust (Burgon, 2011). This study results in the conclusion that EAT is a 

positive experience and leads positive results for those diagnosed with trauma related disorders. 

Benefits of Animal Assisted Therapy 

The benefits of AAT are great. With both CAT and EAT patients are able to develop a 

feeling of trust with their companion. This greatly helps during the talk therapy sessions that are 

coupled with the AAT treatments as the patients begin to trust not only their companion, but they 

begin to trust the therapist who is offering them treatment. A trust towards the therapist is 

important because then the patient will be honest with the thoughts, problems or improvements 

that are taking place. With CAT, the patients are able to develop a closer bond because the dog is 

with them 24/7 and they are doing all sorts of activities together. If the dog has been trained as a 

Service Dog, it is able to alert the patient when they start disassociating and having panic attacks. 

Having a companion with you 24/7 gives the patient another life to take care of and helps give 

back a sense of self-esteem that could’ve been lost during the course of the disorder (Morrison, 

2007). With EAT, patients are able to develop feelings of self-motivation and their confidence 

will increase because they are forming a bond with the horse. They are able to control a half ton 

animal when they are riding and that helps to create real progress in the treatment for their 
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disorder (Duong, 2010). With all the benefits of AAT, it has proven itself to be an effective form 

of treatment when coupled with traditional talk therapy.  

Challenges of Animal Assisted Therapy 

Of course, with all benefits, there has to be some challenges and cons to the potential 

usage of AAT for the treatment of PTSD and other mood disorders. Because AAT is still such a 

new concept of treatment, many insurance companies do not recognize it as a necessary form of 

treatment so it isn’t covered by insurance (Cole, & Howard, 2013). As a result of AAT not being 

covered by insurance companies, patients are forced to pay out of pocket for any form of this 

treatment which could cause unnecessary financial distress. For those who don’t have disposable 

income like that, or who are on disability, they often go without the treatment that is beneficial to 

them. Fully-trained Service Dogs can cost up to $20,000 because of the time commitment and 

expertise that goes into training them. Because they cost so much and they aren’t covered by 

insurance, many people either choose to forgo getting a Service Dog, or they choose to adopt and 

purchase a dog to train it themselves. This is often a great time commitment too as training a dog 

to respond to tasks and be obedient can take up to a year (Duong, 2010). That’s a direct reason 

that many people decide not to use CAT and AAT, there are too many costs, and too much of a 

time commitment. As for EAT, most stables that offer equine companion therapy are not funded 

publically. So, in order to cover costs and malignance, the full amount of the therapy lesson is 

charged to the patient and could be anywhere from $150 to $300 (Morrison, 2007). While the 

benefits of AAT are great and patients have had significant improvements with it, the costs are 

often too great for some and so they go without the treatment that they could possibly benefit 

significantly from.  
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Conclusion 

Even with the high cost of AAT, the benefits can outweigh the cons. Canine companions 

provide symptom improvements to those with severe disorders that require redirection and focus. 

Patients care for another life and in caring for that life, develop a higher sense of self-esteem 

because they are completing a daily task that their disorder would’ve often inhibited. With 

patients who are in EAT treatment, their sense of accomplishment is the same as they are able to 

control a massive animal and that helps with their feelings of loneliness and worthlessness (Cole, 

& Howard, 2013). Because it is so beneficial, it should be offered as an option to every patient 

with PTSD and mood disorders before biologic treatments. Offering AAT as an option before 

any biologic medications can offer a safer recovery, and can save the patients from struggling 

with medication combinations and the need to find new biologic treatments (Cole, & Howard, 

2013). Forms of AAT should be normalized to give all patients who could benefit from it a 

chance at symptom treatment and improvement regardless of whether or not they can afford it. 

Both forms of Animal Assisted Therapy have proven themselves to be beneficial treatment to 

patients diagnosed with PTSD and other mood disorders, and they have continued to help their 

human companions fight the war in their own mind.  
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One of the most challenging elements of the social distancing and self-isolation 

restrictions caused by COVID is the maintenance of a program of resistance training 

and fitness. Unless exercisers had the luxury of a home gym, they were hard-pressed to 

maintain their schedule of training. The gyms were one of the first institutions to close 

and the last to reopen. Even upon reopening, there was blanket warning that gyms were 

one of the most prevalent of public institutions through which the COVID-19 virus could 

be transmitted. Therefore, for those who wished to continue their resistance training 

program, exercise became a challenge. Especially, if they were under the tutelage of a 

fitness instructor or strength and conditioning specialist, the teaching and guidance that 

the fitness professional provided would have been prohibited. However, many fitness 

professionals discovered means by which they could provide their services to clients 

while under the COVID restrictions. 

This brief article sets forth a number of techniques that could be used in serving 

clients who wished to continue a program of resistance training, but were unable to 

attend regular sessions at a gym.  In fact, these are techniques that were creatively 

practiced by exercisers and personal trainers toward the continuation of resistance 

training programs while under the COVID restrictions.  The techniques described here 

can be accomplished without the direction of a personal trainer, but if the exerciser still 
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wished to have the services of the trainer, practices for safe continuation of an exercise 

program with the trainer are also described. 

Among the primary practices that were employed during the COVID restrictions 

are: 

• Resistance bands 

• Portable weights 

• Body weight as resistance, including calisthenics 

Resistance bands.  Originally, Therabands were designed as an exercise modality to 

aid with the rehabilitation of injuries (thus the term “thera” in the name).  However, 

resistance bands as a mode of exercise quickly gained popularity among the exercise 

and personal trainer community.  Today, Therabands and exercise bands have virtually 

become synonymous, differing only in the setting in which they are used.  Because of 

their extreme flexibility, these very simple pieces of equipment can be adapted for use 

on almost any muscle group.  Additionally, different levels of resistance are available 

from very light to heavy resistance.  Resistance can be increased or decreased by 

adjusting the tension of the bands by the exerciser.  In addition, resistance bands can 

be used in almost any location, inside or outside, in any room in one’s house.  Exercise 

programs using resistance bands have been effective in increasing muscle strength and 

endurance (Han et al., 2015; Page & Ellenbecker, 2020).   

 Exercise bands can range from very simple to very elaborate (with a consequent 

increase in price level).  The choice of bands depends on how much the client wishes to 

spend (or how much the trainer wishes to have as part of his or her portable equipment; 

see end of paragraph).  Generally, a set of three to four bands of different resistances 

will be sufficient to serve any resistance training purposes, at least on the health fitness 

level, and even in terms of strength increase and muscle hypertrophy.   The suggestion 

here, however, is for the client to purchase his or her own set of bands, because of the 

difficulty of cleaning and disinfecting the bands if they are part of the trainer’s 
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equipment.  Because of the COVID pandemic, thorough cleaning and disinfecting are 

necessary for all reusable equipment, and resistance bands to not lend themselves to 

easy disinfecting after use. 

 

 
Portable weights.  Portable weights can be an important part of a resistance training 

regimen, especially during times when exercisers are prevented from their usual 

exercising venue, such as a gym.  In addition, portable weights do not take up much 

space and are therefore easily stored in one’s house or apartment.  A judicious 

selection of usable weights can ensure that the exerciser can continue to maintain his or 

her strength and muscle tone during periods of isolation, or even to increase these 

fitness characteristics with a well-designed training program.  There will be a slight 

expense in purchasing a small set of weights (see below), but for some exercisers this 

may be the best choice during sequestration as during the COVID-19 pandemic.   



5 
 

 Portable weights can take many forms.  Arguably, the most common form of 

portable weights is dumbbells.  However, the exerciser may also use kettle bells and 

medicine balls as versatile, portable weights to continue one’s weight training program.  

Exercisers can work with their trainers to determine the best type of equipment to 

acquire to most effectively meet the needs of clients.  This determination will depend 

largely on the preference of the clients.  Many may choose regular dumbbells because 

of the familiar use of these weights.  Dumbbells are usually thought of as operating in 

only one plane (e.g., biceps curls, overhead presses).  However, these familiar pieces 

of equipment can be manipulated in many different exercise forms, including in all 

planes.  The personal trainer can demonstrate the various exercises that can be 

accomplished with a simple set of dumbbells. 

Kettlebells, which have enjoyed widespread dissemination for use as free 

weights in recent decades, may be the choice of some clients.  The primary difference 

between kettlebells and dumbbells is that kettlebells have their weight concentrated at 

one point, rather than at two as with dumbbells.  Additionally, of course, kettlebells have 

a handle, rather than a central grip as with dumbbells.  In most cases, kettlebells are 

lifted and manipulated one at a time, although kettlebells of the same weight could be 

manipulated simultaneously.   Kettlebells can in some respects, in fact, be even more 

versatile than dumbbells, owing to the one site of weight concentration.  As with 

dumbbells, however, kettlebells can be used in one plane or multiple planes.  

Investigations into kettlebell training have yielded very positive results in terms of 

strength and cardiovascular training (Maulit et al., 2017; Eckert & Snarr, 2016).  In fact, 

one study emphasized the possibility of using kettlebells as an alternative to resistance 

training in traditional venues such as gyms (Manocchia et al., 2013).  

Medicine balls do not have the grips of dumbbells or kettlebells, but they can still 

be used constructively in maintaining an exercise program in conditions of isolation.  An 

advantage of medicine balls, however, is that they can used as an exercise apparatus 
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between two (or more) exercisers (Earp & Kraemer, 2010).  If used by one exerciser, 

medicine balls are designed to be used in multiple planes by moving the apparatus in 

arcs, circles, or other sweeping motions.  By forcing muscles to respond agonistically, 

antagonistically, and synergistically during the use of the medicine ball, muscles 

throughout the body are involved, although the ball may be held only at one place (e.g., 

in the hands, between by knees, by the feet, etc.) 

In all of these cases, the personal trainer will be teaching the clients how best to 

used these simple free weight modalities how to use them to achieve training goals.  

Without the opportunity of gym attendance, portable weight equipment may be a very 

useful alternative to maintain strength programs.  Additionally, as is an established 

principle in strength and conditioning, there is a small cardiorespiratory benefit to 

resistance training, which can also be realized through the use of portable weights 

(although clients may wish to maintain cardiorespiratory fitness through running or 

indoor aerobics rather than through resistance exercise). 

A final consideration with regard to portable weights is that there will be some 

expense involved in the initial purchase of one’s choice of weights.  However, the 

recommendation here is that the exerciser choose two sets of dumbbells, or two 

weights of kettlebells or medicine balls.  One of the weight sizes should be at a lower 

weight for sustained repetition, but still at a weight that will cause some resistance, and 

the other size should be at a higher weight so that muscle and strength growth can be 

facilitated.  For example, it might be determined that the appropriate weight sizes would 

be 10 pounds and 25 pounds for lighter and heavier use.  The appropriate weight sizes 

for the exerciser will be chosen in consultation with the personal trainer, who will be 

familiar with the exerciser’s needs. 
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Body weight as resistance.  Using one’s body weight as resistance is probably the 

oldest form of resistance exercise.  In addition, it is undoubtedly the simplest apparatus 

for resistance, and does not entail any expense at all on the part of the exerciser.  In 

order to be effective, however, exercisers should learn how best to use their body 

weight to best advantage for maintenance or improvement of their strength and fitness 

levels.  It is in this regard that the personal trainer can serve as educator for at-home 

exercisers who have only body weight to serve as resistance.  In addition, there are a 

number of informative texts available for exercisers if they wish to serve as their own 

educators (e.g., Cardiello, 2017; Contreras, 2014).   

 Most persons, whether exercisers or not, are familiar with standard bodyweight 

exercises.  These include, for example, push-ups, squats, lunges, crunches, dips, and 

pull-ups/chin-ups.  Except for the last-named exercise, the only equipment that is 

needed is perhaps a pair of chairs for dips.  The secret to increasing strength using 

one’s bodyweight is repetitions.  For example, Rogers (2020) suggests that it may take 
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the exerciser a significant number of repetitions to move into overload, but once there, 

the exerciser is contributing to strength gain.   

 Some experts differentiate between bodyweight exercises and calisthenics, in 

that calisthenics involve more muscle groups, more combinations of movements, and 

target heartrate and cardiorespiratory fitness more so than increased muscle strength.  

Thus, traditional calisthenics (e.g., side-straddle hop [“jumping jacks”], squat-thrust 

[“burpees”] targeted heartrate, and were traditionally used for warm-up exercises.  

However, most writers now equate bodyweight training and calisthenics without any 

differentiation (e.g., Kalym, 2014; Schersten & Klimek, 2017).  Whatever the bodyweight 

exercise forms are called, however, they can be effective in increasing strength and 

conditioning if performed correctly and by serious exercisers.  

          

 

Teaching Exercise During Periods of Restricted Interaction 

 Exercisers who wish to maintain a strength and conditioning program while 

isolated or under restrictive conditions may still wish to have the benefit of a personal 

trainer’s expertise for instruction and encouragement.  This instruction can be 
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undertaken either in person or by distance.  If the instruction is in person, social 

distancing guidelines should be followed.  If the personal trainer supplies any portable 

weights such as dumbbells and kettlebells, or even resistance bands, they must be 

thoroughly disinfected before use by another exerciser.  If exercisers have their own 

portable weights or resistance bands, this precaution is, of course, unnecessary.   

 In the era of meeting by Zoom, it is possible for personal trainers to provide 

instruction, just as with any other type of instructor.  With proper placement of computer 

cameras, the personal trainer can direct the exerciser through his or her exercises and 

provide instruction on form and other exercise elements.  The personal trainer can also 

provide encouragement to the exerciser, which is an integral element in strength and 

conditioning instruction.  

 Thus, it is possible for progress to occur in terms of strength and conditioning, 

even when activities, such as gym attendance, are limited or proscribed. It is even 

possible to achieve gains in strength and conditioning during these periods.  It will take 

creativity on the part of the instructing personal trainer, as well as a commitment on the 

part of the exerciser, but strength training need not come to a halt due to restrictions on 

social interaction.  Thus, the COVID restrictions may be inconvenient, even vexing, to 

both exercisers and personal trainers, but training need not cease because of them.  
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The Literature of Key West and the Florida Keys as a Teaching Unit 

Jerry Holt 

 

 The teaching of regional literature is a standard practice in Departments of 

English in high schools, colleges, and universities.  Especially, such courses (or units 

within courses) are offered by schools that are situated in the respective regions that 

offer them.  To this end, there is a noticeable literature that is set in the Florida Keys 

and Key West.  This literature includes works that range from well-known, canonical 

authors such as Ernest Hemingway and Wallace Stevens to self-published works that 

have little literary merit.  There are enough serious works to set forth a regional 

literature of the Keys, which may serve as the basis for a course or unit that examines 

this literature.  The literature itself includes novels and short stories, as well as works of 

poetry, drama, film, and popular song.  This presentation considers works that could be 

included in such a course, as well as consideration of how the works can be 

approached.   

Thus, serious works of literature that could be considered in such a course or unit 

could include: 

 Novels: 

  Ernest Hemingway, To Have and Have Not (1937) 

  Thelma Strabel, Reap the Wild Wind (1940) 

  Thomas McGuane, 92 in the Shade (1973) 

  Hialeah Jackson, Farewell, Conch Republic (1999) 

 Short Stories: 

  John Hersey, Key West Tales (1994) 
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 Drama: 

  Maxwell Anderson, Key Largo (1939) 

 Poetry: 

  Wallace Stevens, “The Idea of Order at Key West” (1923) 

  Patricia Patten Tiffany, Awoken:  Poems of Key West and Life (2019) 

 Film: 

  Reap the Wild Wind (1942) 

  To Have and Have Not (1944) 

  Key Largo (1948) 

  92 in the Shade (1975) 

 Popular music: 

  Jimmy Buffet, “Margaritaville” (1977) 

  Bertie Higgins, “Key Largo” (1981) 

  Beach Boys, “Kokomo” (1988) 

   

 As may be noted from the publication or production dates, the literature spans 

many decades, dating from the 1920s.  Thus, not only is the regional flavor of the Keys 

reflected in the literature, there could also be a historical undercurrent if the instructor 

chose to concentrate on this aspect.  Additionally, the variety of the literature also lends 

itself to both traditional and innovative approaches to teaching.   

One obvious instructional approach would be the comparison of the novels or 

drama with the films of the same name (e.g., Key Largo, the film, was almost completely 

rewritten, and the story significantly altered, from Anderson’s original play).  Higgins’ 
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popular song, “Key Largo,” could also tie in with this drama-film comparison.  The same 

novel-film comparison could also be accomplished with each of the novels listed above 

that have been made into films (i.e., Reap the Wild Wind, To Have and Have Not, 92 in 

the Shade).  Another comparative approach would be to compare works of world 

literature that may have similar themes, for example the correlations between 

McGuane’s 92 in the Shade and Gabriel García Márquez’ Chronicle of a Death 

Foretold.   

The corpus of poetry is not as extensive as that of novels and films.  Wallace 

Stevens constructed the one poem listed above, and Patricia Patten Tiffany included 

nine short poems under the section titled “Key West” in her book of poems.  However, 

these poems can serve to provide instruction in poetic devices and expression, as well 

as to demonstrate how the regional nature of the Keys is depicted in poetry.  A 

suggestion is to use the poems as adjuncts to the study of the drama or novels.  The 

same is possible also for the popular songs—unless the teacher is prepared to use the 

songs as literary works and analyze them as poetry, using the songs in an adjunctive 

manner can provide commentative support for the more substantial works (drama, 

novels, films). 

As noted above, and as perhaps with any regional literature, there are a 

noticeable number of (generally self-published) works set in the Florida Keys that 

provide little in the way of literary merit.  A caution for teachers is to avoid these when 

constructing a unit on the literature of the Keys.  There are enough serious works, such 

as those listed, around which a meaningful course or unit on Keys literature can be 

created.  As teachers are trained in discriminating the useful from the valueless in terms 
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of literature, they can make these discernments when they choose the works for 

construction of the course or unit.  Admittedly, the list provided here is not exhaustive of 

the possible serious works that may be considered in terms of the literature of the Keys.  

However, given the conspicuous number of these inferior works, teachers should 

exercise a judicious selection process in choosing the texts that they use for their 

course or unit.   

 Depending on time and purpose, the literature of the Keys can be adapted to the 

situation.  It could form the basis of an entire university course, or selected works could 

be used in a shorter unit in a college or high school English class.  These decisions 

would be up to the instructor who chooses to use a small but well-known geographic 

region as the basis for a course or unit in regional literature.  Therefore, the literature of 

the Keys presents a variety of works that can be approached from a number of different 

teaching perspectives, and that deals with a small region of the United States that 

already has a certain mystique in the minds of most Americans. 
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Evaluating Student and Faculty Experience with Discussion Forum Redesign 

In the online classroom at University of Arizona Global Campus (UAGC), one of the 

primary means of student engagement is through course discussions, which typically require 

students to post in two discussion forums per week. Each discussion traditionally involves an 

initial post and two peer responses. In a recent redesign of ECE315: Language Development in 

Young Children, a modified discussion structure was implemented. One of the discussions was 

moved to an interactive assignment, and the second discussion was reformatted to create a more 

robust learning opportunity for students to allow for in-depth learning and engagement 

throughout the week. This discussion requires an initial analysis of the content, three peer 

responses, and a final post in which students answer questions asked of them, summarize their 

learning for the week, and respond to any feedback from their instructor. 

 The rationale for this research project came from the two faculty developers for ECE315 

who were interested in students engaging in learning through discussion forums on a deeper level 

than previously witnessed in prior iterations of the course. ECE315 is a high enrollment course 

with a new offering every week for students. From June 1, 2019, through May 31, 2020, there 

were 50 sections of ECE315 with a total enrollment of 1,009 students who took the course, for 

an average course size of approximately 20 students per offering.  

Anecdotal evidence shared with the developers by some associate faculty who had 

previously taught the course revealed that encouraging critical thought, and giving the kind of in-

depth responses to students they would like, becomes increasingly challenging with larger course 

sizes. Through these discussions with the associate faculty, the course developers became 

interested in evaluating the extent to which the redesigning of curriculum to include one 

discussion in collaboration with one interactive learning module would influence overall student 



engagement and mastery of the content. Similarly, the course developers wanted to see if this 

also eased the workload of the associate faculty by allowing them to provide targeted feedback 

and support critical thinking through decreasing the number of forums that faculty are required to 

moderate and grade. 

In the collaborative approach to designing or redesigning classes at UAGC, a team of 

professionals work over a period of 3-4 months to develop a new course. The subject matter 

experts work to develop and implement specific Course Learning Outcomes and basic content of 

the course. They also ensure that the Program Learning Outcomes are met at the designated level 

of mastery. Bloom’s Taxonomy (Krathwohl, 2002) is a primary method used by faculty and the 

Office of Assessment. In this approach to curriculum development, the faculty subject matter 

experts are provided final authority over the design; however, there are certain elements that 

must conform to UAGC’s standards to ensure the ability to monitor student progress and 

success, and to meet accountability needs for accreditors.  

Literature Review 

 Online education continues to become more appealing, and the number of online courses 

has been increasing (Christensen, et al., 2011). When online courses allow for interaction with 

peers and the instructor, those classes can be just as effective as face-to-face courses (Dixon, 

2010). Student engagement is linked to course satisfaction and completion (Hew, 2016), and 

online students have reported higher levels of engagement than traditional students (Robinson & 

Hullinger, 2008). 

 While collaborating through discussions can promote critical thinking and active learning 

(Baker et al., 2005; Hew & Cheung, 2012), course designers must find a balance between 

effective discussion engagement and discussion forums that offer superficial learning. Buelow et 



al. (2018) found that in the online classroom, 35% of students enjoyed the discussions. They felt 

that they could more easily speak their mind as opposed to in-person discussions. Students 

enjoyed sharing their points of view, hearing their classmates’ thoughts, and asking further-

thinking questions. These interactions can lead to a deeper level of learning. 

On the other hand, twenty-five percent of students reported the discussions as being 

disengaging (Buelow et al., 2018). They did not like having several assignments or discussions 

due in a small amount of time. Students are dissatisfied with low-level assignments (Willging & 

Johnson, 2009). Discussions are well-received when there are not too many and not too few 

(Buelow et al., 2018). Too many discussions led to feelings of disengaging busywork and too 

few discussions left the students feeling disconnected. Willging and Johnson (2009) found that 

when students dropped out of college due to program-related reasons, those factors included too 

many low-level assignments and lack of interaction with their peers and instructor.  

It is important to know the student population of your institution (Fear & Erikson-Brown, 

2014). Quality posts not only address the prompt, but critically reflect on the content of the 

course through engaging in back and forth dialogue with peers. When teachers provide prompts 

for the peer responses, it may enrich the discussion thread. In discussion forums, the dialogue is 

elevated when the instructor is involved, but peer-to-peer interaction is more effective than 

instructor-learner interaction. When students interact with one another, it strengthens the 

classroom community as power roles are shared by each member (de Leon et al., 2010). 

Instructors share power with the students when peer discussion is encouraged (Ferdig & Roehler, 

2004). To support rich student engagement and learning, the instructor may choose to focus on 

fewer discussions throughout the course, asking for quality over quantity. 

Research Questions 



The purpose of this study was to determine the extent to which one discussion prompt per 

learning week allows students and instructors to engage more critically with the weekly and 

course learning objectives. The researchers sought to discover if this curriculum model is 

beneficial to either, or both, students and faculty and whether this approach should be explored 

and examined in more detail for potential implementation in additional courses.  

Specifically, the research considered the following: 

1. In what ways has the discussion redesign impacted student performance? 

2. What are faculty perceptions regarding the new discussion approach compared to 

the traditional discussion approach?  

3. To what extent do faculty prefer the new discussion approach compared to the 

traditional discussion approach?  

4. What are student perceptions regarding the new discussion approach compared to 

the traditional discussion approach?  

5. To what extent do students prefer the new discussion approach compared to the 

traditional discussion approach?  

Methods 

To attempt to answer Research Question One, correlations between student performance on 

discussions from prior to course redesign and student performance after course redesign were 

measured using data collected through Canvas, the university’s learning management system 

(LMS). This data is non-identifiable and assessed the average course grades and average 

discussion scores of students who took the class over a two-year span; one year before and one 

year after the redesign. To answer the remaining research questions, a survey link was sent to 

undergraduate students who have taken ECE315 and instructors who have taught the class since 



the course redesign. Using multiple choice, short answer, and Likert-scale questions, the survey 

assessed student and faculty perceptions and preferences on the two discussion approaches. 

Qualitative analysis, finding themes and major ideas presented in the open-ended responses, was 

performed on the surveys to determine perceptions and preferences. Qualtrics was used to collect 

survey data anonymously with no identifying factors being collected. 

The data collected from the learning management system was analyzed through Microsoft’s 

PowerBI analytic software and provided by the Instructional Design Team. All offices and 

individuals were contacted and agreed to provide these data, pursuant to approval by the 

Institutional Review Board of the university. The sampling was primarily a convenience sample, 

as the data previously described are readily available for analysis but had not yet been studied. 

This proposal was submitted to the Office of Research and Creative Scholarship (ORCS) for its 

approval to use institutional data. 

An informed consent document was provided to all students and faculty who were sampled. 

Only those who agreed to the survey responded to the questions. There were no identifiable at-

risk populations within this group. Only the students and faculty who did not sign the informed 

consent were excluded. 

Results 

We analyzed data collected from Canvas, the university's Learning Management System, 

to compare average discussion and course grades before and after the redesign. No significant 

difference was seen when comparing average discussion grades. There was a slight improvement 

(2.31%) in overall course grades, but it was not statistically significant. 

Faculty Results  



The population for the faculty survey consisted of 15 faculty members who taught at least 

one ECE315 course between June 1, 2019, and May 31, 2020. Of the 15 faculty members 

surveyed, 10 of the 15 completed and returned the survey. The survey results significantly 

supported the future implementation of this curriculum design model for discussion with seven 

participants (70%) stating that they would favor or strongly favor seeing this model implemented 

in more courses at Ashford University.  

Faculty Outcome Attainment 

 Of the ten participants that completed the survey, seven of them (70%) supported that the 

curriculum design format with one discussion post per week with three peer responses and a final 

summary post provided the students with the greatest opportunity to achieve the desired weekly 

and course learning outcomes. When asked additional follow up questions related to the extent to 

which the new course design supported students with the learning outcomes, seven (70%) agreed 

there was a positive (40%) or significantly positive (30%) impact on the students. Additionally, 

the participants were asked to what extent the new course design supported students engaging 

more deeply in discussion topics. Eight (80%) agreed there was a positive (30%) or significantly 

positive (50%) impact on the students. Overall, the survey results supported a positive impact on 

student learning and outcome attainment which supports additional future research into the 

overall impact on the adjusted course design.  

Faculty Workload  

 The results from the faculty survey supported that the overall faculty workload was 

perceived to be easier with the changes in the course design. Five out of ten survey participants 

found facilitating the new discussion to be somewhat easier (30%) or much easier (20%) for the 

faculty member. In addition, seven out of the ten faculty (70%) surveyed felt that grading the 



new discussion was somewhat easier (50%) or much easier (20%). Despite these improvements 

in the overall faculty member’s workload for the course, eight out of ten (80%) supported that 

the new format did require additional reminders or support for the students.  

Faculty Preference 

When asked which model of discussions that each faculty member preferred personally, 

seven respondents (70%) preferred the format of ECE315 of one discussion post per week with 

three peer responses and a final summary post. The three top reasons for this decision were that 

this approach allowed for more in-depth conversation on one topic, faculty enjoyed interacting 

with one in-depth learning topic each week, and grading one discussion post takes less time than 

the traditional two posts per week. The faculty who preferred the traditional method of 

instruction with two discussion posts per week indicated several reasons for that as well. The top 

selection for this was that faculty thought students were confused with the new method of 

instruction. Despite the high preference for the new model from the faculty members, there is the 

potential need to improve communication and instructions for students to ensure they are fully 

aware of the redesigned course and appropriate expectations.  

Student Results 

 The population for the student survey originally consisted of students who took ECE315 

between June 1, 2019, and May 31, 2020. There were a total of 50 sections offered during this 

time, with a total enrollment of 1,009 students. Surveys were sent to those students who 

continued studying at Ashford at the time of the research. Of the 706 invitations sent to complete 

the surveys, 350 responses were returned for a completion rate of almost 50%.  

Of the responses received for this survey, there was an even split with 50.45% preferring 

the traditional method, citing they would rather discuss two topics briefly as opposed to one in-



depth. The students who chose the ECE315 design (49.55%) appreciated the more robust post 

and preferred responding to three peers rather than four total peers in two discussions. 

Regardless of preference, most students (73.1%) felt that the new discussion design helped in 

better understanding course content.  

The survey results indicated that some respondents were confusing ECE315 with other 

courses they had taken, based on some of the open-ended responses. For this reason, researchers 

believed that since students take new classes each 5 weeks, it was possible too much time had 

passed for them to easily recall the details of ECE315. For that reason, researchers decided to 

send the survey out to new groups of students as they exit the class. This way, the course format 

is fresh in their minds when they receive the survey. For the second study opportunity, 

researchers focused on only students who completed the class in the months of June-October 

2020. These students received a survey within one week of exiting the class. The hope was that 

this design format would be better recollected by the students.  

For this second survey, researchers focused on students who took ECE315 during the 

months of June-October of 2020. None of the students from the first distribution were included 

in the second distribution. The survey went to 203 total students with 102 completing the survey, 

for a 50% completion rate. 

Student Preference 

Based on the results of this second study, researchers learned that 71.57% of students 

indicated a preference for the format of ECE315. The biggest reasons that students prefer this 

model over the traditional are that it allowed for more in-depth conversations on one topic 

(34.33%) and that they preferred to respond to three peers in one discussion over two peers in 

two separate discussions (32.09%). Over one quarter (26.87%) indicated the final summary post 



furthered their learning. One student stated, “I wish all the classes were set up like this. I finally 

was learning and had time to learn the material instead of just getting it over with.” Another 

claimed, “the single discussion allowed me time to focus on the topic and really focus on my 

learning.”  

Out of the 37 students who believed the traditional format of discussion to be more 

desirable, the main reason given was they disliked completing a final post (45.95%), followed by 

preferring to discuss two topics briefly over one more in-depth (21.62%), and they disliked 

completing three peer responses in one discussion (21.62%).  

Even though the discussion model for this course differs from the traditional discussion 

model for the university’s courses, just over half (50.5%) of respondents indicated that they did 

not find the adjustment to this model of class to be difficult. However, 40.3% claimed that 

completing the final summary post was the most difficult aspect of the new discussion. This 

aligns with the findings in the instructor survey which indicated a need to remind students of this 

change.  

Student Outcome Attainment 

When given a rating scale to answer “to what extent do you think the new course design 

helped you with the following,” student results revealed the following. Seventy-five percent of 

respondents indicated that in terms of engaging in the classroom discussion forum, this course 

design helped them either a lot (51%) or was slightly more helpful (24%). Only one student 

believed that this design had a negative impact on engaging in the course discussion. In terms of 

helping to understand the course content, 75% indicated that this design helped a lot (46.39%) or 

slightly helped (28.87%) them. When asked about engaging more deeply into the course content, 

almost 79% indicated this design either helped a lot or slightly helped them.  



Most respondents (81%) of this survey indicated they would like to see this model 

introduced more frequently in other courses at Ashford. One respondent wrote, “Please change 

all the courses to this format, as soon as possible. I learned the material and we had more in-

depth engagement.” Another student stated, “I feel like it helped me to continue to think about 

my learning, hold on to the information I gained throughout the week and definitely was more 

engaging with peers.” 

Summary and Conclusions 

Although there was a slight improvement (2.31%) in the overall course grades of students 

completing the redesigned course, there was nothing statistically significant in the discussion 

grades or final course grades of the students prior to and after the discussion forum redesign. 

However, 75% of students felt that they were able to engage more deeply with the weekly 

discussion topics, and nearly 80% reported a deeper connection with the course content. Overall, 

72% of students preferred the new discussion approach, and 81% of students would like to see it 

used in more courses. 

The faculty responded in the same positive manner. Seven out of ten respondents believe 

that the redesign helped students better engage with the weekly and course learning outcomes. 

While faculty were split on whether the redesign helped with facilitation workload, which could 

be in part due to the extra reminders students require, 70% said it helped with the grading 

workload. Overall, the faculty preferred the redesign (70%), saying that they appreciate in-depth 

learning on one topic. 

Due to the fact that both faculty and students prefer the redesign, and the survey results 

supported a positive impact on student learning and outcome attainment, we believe (1) the 

university should consider making similar changes to discussions in other courses, (2) faculty 



conversations and development should occur to help explain the value of changes to discussions, 

and (3) pre-written reminders for students could be provided to faculty to lower the extra work 

perceived. Future research can repeat the study with other courses and determine what other 

student-oriented changes might be appropriate in making more engaging classes. 
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Abstract 

 

With the growing trend of decreasing enrollments in agriculture science degree programs, it is 

becoming more challenging for agricultural colleges to recruit for students at both undergraduate 

and graduate levels.  In addition to competing with other STEM majors for students, the scarcity 

of agriculture students has left colleges vying for the attention of an already dwindling 

population of students interested in agriculture.  Thus, colleges of agriculture are presented with 

the challenge of implementing diverse strategies to recruit students into their programs.  

Especially with millennials and Generation Z entering college, the key to recruitment is 

engagement.  However, prior to engagement, it is imperative to first grab the attention of the 

passersby with attention-grabbing materials.  Here, we share our experiences of strategies that 

we have employed to engage with and recruit graduate and undergraduate students into our 

agriculture program at the University of Hawai‘i at Mānoa (UHM) at multiple recruitment 

events.  For the past several years, the Tropical Plant and Soil Sciences (TPSS) Department has 

made use of a variety of recruitment strategies to encourage students to enroll in our agriculture 

program.  Making use of every opportunity, no matter how big or small, was considered an 

opportunity to recruit for students.  To date, we have attended annual UHM events for high 

school students (Mānoa Experience), UHM events for undergraduates (Welina Mānoa, 

Associated Students of University of Hawai‘i Grad Fair), events hosted by the College of 

Tropical Agriculture and Human Resources (CTAHR) (various CTAHR Events), and career day 

sessions and recruiter talks at the American Society for Horticultural Science (ASHS) annual 

conferences.  At the Hawaii-based events, we have used our newly designed program flyer, 

chocolate made from our department’s cacao researcher, and materials that were branded with 

our department, college, or university logos.  More importantly, though, we have also employed 

hands-on demonstrations, interactive games and exhibits, seed and plant giveaways, and included 

current students, faculty, and alumni at our recruitment tables to help students gain more 

information about our graduate and undergraduate programs.  At the ASHS conferences, in 

addition to giving recruiter talks, during the career day sessions we provided Hawaii-made 

products such as Hawaiian Host chocolates and Big Island Candies products as well as materials 

from the Hawaii Visitors and Convention Bureau and UH Mānoa Bookstore.  We believed that 

these things helped us to stand out from the crowd of other recruiters.  In our opinion, the 

combination of these techniques was most helpful in first grabbing the attention of potential 

students and were critical elements in starting a conversation about enrolling in our agriculture 

program.  In closing, it is not enough to simply give out stationery and useful items.  Rather, it is 

equally important to think clearly about the ways in which methods of engagement have the most 

mailto:bronsonp@hawaii.edu
mailto:kentko@hawaii.edu


impact for student recruitment.  In a broader context, it is important across all disciplines that 

seek to recruit students that they find ways to pique student interest to “plant the seeds” and get 

them to enroll in their programs.    

 

Keywords: recruitment, agriculture, Hawaii, conferences, TPSS 

 

Introduction 

With the growing trend of decreasing enrollments in agriculture science degree programs 

(Baker, Settle, Chiarelli, & Irani, 2013), it is becoming more challenging for agricultural colleges 

to recruit for students at both undergraduate and graduate levels (Beyl, Adams, & Smith, 2016), 

especially given that there is a growing need for these students in the near future (Goeker, Smith, 

Smith, & Goetz, 2010).  In addition to competing with other STEM majors for students, the 

scarcity of agriculture students and limited funding to launch intensive recruitment campaigns 

has left colleges vying for the attention of an already dwindling population of students interested 

in agriculture (Alston, Roberts, & English, 2020; Daynard, 2010).  Thus, colleges of agriculture 

are presented with the challenge of implementing diverse strategies to recruit students into their 

programs (Alston, Roberts, & English, 2019; Espey & Boys, 2015).  Especially with changing 

student demographics (Foreman, Retallick, & Smalley, 2018; St. Amour, 2020; Wildman & 

Torres, 2001), namely millennials and Generation Z entering college (Patel, 2017), the key to 

recruitment is engagement.  However, prior to engagement, it is imperative to first grab the 

attention of the passersby with attention-grabbing materials (Beyl et al., 2016; Richardson & 

Skelton, 1991).   

 

Purpose 

The purpose of this paper is to share our experiences of strategies that we have employed 

to engage with and recruit graduate and undergraduate students into our agriculture program at 

the University of Hawai‘i at Mānoa (UHM) at multiple recruitment events.  Although anecdotal 

in nature, we feel that our approaches to recruiting may find utility in other colleges of 

agriculture at local, national, and international levels.    

 

Mission, Recruitment Opportunities, Strategies, and Lessons Learned 

 

Mission and Recruitment Opportunities.  The mission of the Tropical Plant and Soil 

Sciences (TPSS) Department is to develop and deliver science-based information on tropical 

agriculture systems that are economically viable, environmentally sound, and supportive of 

healthy communities (College of Tropical Agriculture and Human Resources, n.d.).  Our 

recruitment efforts were focused around this mission.  Additionally, for the past several years, 

the TPSS Department has made use of a variety of recruitment strategies to encourage students 

to enroll in our agriculture program.   

We made use of every opportunity to recruit at various events, no matter how big or 

small, because it was considered an opportunity to recruit a range of students from high school to 

graduate school.  To date, we have attended annual UHM events for high school students 

(Mānoa Experience), UHM events for undergraduates (Welina Mānoa, Associated Students of 

University of Hawai‘i [ASUH] Grad Fair), events hosted by our College of Tropical Agriculture 

and Human Resources (CTAHR) (various CTAHR Events), and career day sessions and recruiter 

talks at the American Society for Horticultural Science (ASHS) annual conferences.   



Prior to every recruitment event, email communications were sent out to undergraduates, 

graduates, faculty, and alumni within the TPSS Department to assemble recruitment volunteers.  

Elliot (1987) and Wildman & Torres (2001) found that faculty involvement with recruitment is 

critical, so we needed to ensure that faculty were present at every event.  To the extent possible, 

we tried to have a variety of students and faculty and/or alumni at each recruitment event, since 

this strategy was previously reported to be effective (Richardson & Skelton, 1991).  However, 

recruitment teams usually consisted of faculty and their associated graduate students.  Once 

volunteers were assembled, the next step was to determine what types of promotional materials 

and engagement activities were appropriate based on the audience (i.e., high school students, 

undergraduates, and graduates).   

Promotional materials consisted of program flyers (Figs. 1 & 2), interactive displays, and 

giveaways (Fig. 3).  One of the most critical promotional materials were the program flyers.  The 

undergraduate program flyer (Fig. 1) was developed by our colleges Office of Academic and 

Student Affairs and highlighted the fields in which students could specialize in addition to the 

career opportunities that awaited them upon graduating from our department.  The graduate 

program flyer (Fig. 2) was developed by the authors and was meant to show prospective graduate 

students the different fields they could specialize in, the current list of course offerings, and a list 

of current faculty and their respective areas of expertise.  We felt that this kind of information 

would be most helpful for prospective students to know up front and would aid in their decision 

to enroll in our program.  

 

Hawaii-based Events.  At the Hawaii-based events, we have used our newly developed 

cards for our undergraduate and graduate programs (Figs. 1 & 2), chocolate made from our 

department’s cacao researcher, and materials that were branded with our department, college, or 

university logos.  More importantly, though, we also employed hands-on demonstrations, 

sometimes highlighting the research of faculty or graduate students, interactive games and 

exhibits, seed and plant giveaways, and included current students, faculty, and alumni at our 

recruitment tables to help students gain more information about our graduate and undergraduate 

programs (Fig. 3).  We have chosen to include a variety of volunteers at our recruitment events 

so that prospective students could get multiple perspectives of our graduate and undergraduate 

programs.  

 

Mānoa Experience.  Campus visits and conversations with a professor or current 

students are a very influential factor when prospective students choose to attend a particular 

university (Alston et al., 2019; Beyl et al., 2016; Cole & Thompson, 1999; Hodges & Barbuto 

Jr., 2002; Rocca, 2013).  The Mānoa Experience is an annual campus visit event held early in the 

spring semester to showcase all the programs that UHM has to offer high school students once 

they graduate.  This is a very large recruitment event, and our department was just one of many 

UHM majors vying for the attention of high school students.  To date, our efforts at this event 

included the use of our newly designed flyer for our undergraduate program (Tropical 

Agriculture and the Environment [TAE]), chocolate made from our department’s cacao 

researcher, and promotional materials that were branded with our department, college, or 

university logos.  More importantly, we have also employed hands-on demonstrations, 

interactive games and exhibits.  Furthermore, our recruitment teams included current students, 

faculty, and alumni at our recruitment tables to help students gain more information about our 

undergraduate programs.      



 

Welina Mānoa and ASUH Grad Fair.  Welina Mānoa is an exhibition event at the 

beginning of fall semesters hosted at UHM campus and is meant to expose new students to the 

various undergraduate and graduate majors, extramural programs, and organizations that UHM 

offers.  Attendance records indicate that thousands of UHM students attend this event, and the 

audience consists mostly of a mix of undergraduates ranging from freshmen to seniors.   

The Associated Students of the University of Hawaii [ASUH] Grad Fair is another on-

campus event developed for UHM undergraduates interested in matriculating into the graduate 

programs at UHM.  Attendance at this event is smaller and consists mostly of undergraduates 

who are thinking about going to graduate school.  However, on occasion graduate students have 

also visited our booth to inquire about our graduate program.  Furthermore, undergraduates who 

are still unsure about whether they picked the right major have also visited our booth to inquire 

about our undergraduate program.   

Therefore, at these events, we have used our graduate and undergraduate program flyers, 

chocolate made from our department’s cacao researcher, and materials that were branded with 

our department, college, or university logos.  To the extent possible, we employed hands-on 

demonstrations, interactive games and exhibits, seed and plant giveaways, and included current 

students, faculty, and alumni at our recruitment tables to help students gain more information 

about our graduate and undergraduate programs.   

 

CTAHR Events. To promote engagement and awareness of programs and student-run 

organizations within the College of Tropical Agriculture and Human Resources [CTAHR], the 

Office of Academic and Student Affairs hosts various themed events in the spring and fall of 

each semester.  We saw this as yet another opportunity to promote our program.  Although most 

attendees of these events were students from within our college, we have acquired a small 

number of undergraduates who switched into our major because of these events.  At these events, 

it is usually graduates and undergraduates who do the recruiting through interactive games at 

their booths. 

 

ASHS Annual Conferences.  Professional conferences are a very useful but sometimes 

underutilized venue for recruiting (Sullivan, 2006).  They are often filled with a diversity of 

professionals in an industry, but also have a diversity of undergraduate and graduate students 

who may still be “exploring their options” or searching for the next steppingstone in their 

careers.  The American Society for Horticultural Science (ASHS) hosts annual conferences at 

different locations in the United States and is attended by students, faculty, scientists, and 

employees from both national and international organizations.  These conferences are a prime 

opportunity to recruit students because they all share a common interest in agriculture, and some 

graduates and undergraduates are still exploring their future options in getting advanced degrees 

or switching institutions, respectively.  Such an audience serves as a prime pool for recruiters.  

Furthermore, the ASHS conferences have dedicated recruiter talk sessions and career day fairs 

that expose students to different companies and colleges of agriculture.   

As representatives of the TPSS Department, we seized the opportunity for exposure and 

participated in recruiter talk sessions in which we discussed our own experiences with and 

opportunities for conducting agricultural research in Hawaii.  In addition to recruiter talks, 

during the career day fair we provided Hawaii-made products such as Hawaiian Host chocolates 

and Big Island Candies products as well as promotional materials from the Hawaii Visitors and 



Convention Bureau, donations from the UH Mānoa Bookstore, and college and department 

labelled office supplies (Fig. 3).  We believed that these things helped us to stand out from the 

crowd of other recruiters.  In our opinion, the combination of participating in recruiter talks and 

career day sessions allowed us to gain maximum exposure to diverse audiences.  Moreover, 

using Hawaii-made products, promotional items from the Hawaii Visitors and Convention 

Bureau, and donations from our bookstore, college, and department was most helpful in first 

grabbing the attention of potential students passing through and were critical elements in starting 

a conversation about enrolling in our agriculture program.  This past 2020 ASHS Conference 

was held online and featured Happy Hour sessions hosted by individual colleges to discuss their 

program.  These were similar to the recruiter talks that we gave in-person at previous 

conferences, but these Happy Hour sessions allowed for less formal, relaxed exchange of 

information between us and prospective students. 

 

Lessons Learned.  Based on several iterations throughout the years of trying various 

recruitment strategies at these various events, we have gained some very valuable insight 

regarding effective recruitment strategies.  First, live plants and interactive displays were the 

number one attention-grabbing attraction.  When people heard that we were giving away plants 

at our booths, people would come by the masses, which in turn gave us great opportunities to get 

prospective students interested in our programs.  At other times, showcasing components of 

horticultural research using demonstrations (i.e., student and faculty research projects) helped to 

attract the attention of passersby and strike up horticultural conversations.  Richardson & Skelton 

(1991) have reported similar findings.  Second, giving away useful items such as departmental, 

college, and university labelled stationery, pens, thumb drives, and keychains was another 

method of attracting prospective students to our booths.  We felt that providing items that people 

would always use, especially those branded with our departmental logo, would serve as a 

reminder (psychological cue) to get back in touch with us in the future.  At the ASHS 

Conferences, the use of Big Island Cookies, Hawaiian Host chocolate covered macadamia nuts, 

and flashy promotional materials from the Hawaii Visitors and Convention Bureau really helped 

us stand out from the other universities at the Career Day events.  Finally, the mixture of faculty 

and students as volunteer recruiters at our booth really helped prospective students to gain a 

better understanding of our programs because of the different perspectives provided by both 

current students and faculty within our department.   

 

Conclusions 

In closing, it is not enough to simply give out stationery and useful department-, college- 

or university-labelled items at various recruitment events.  Rather, it is equally important to think 

clearly about which methods of engagement will have the most impact for student recruitment.  

Additionally, it is essential to think about the logistics and settings in which recruitment events 

take place.  For instance, it is more feasible for faculty to set up live demonstrations at on-

campus events as opposed to events that require long-distance travel wherein such 

demonstrations may not be feasible.  Furthermore, in settings where multiple college recruiters 

are present, standing out as a unique college of agriculture will play a vital role in capturing the 

attention of a potential student for your program.  With ever-changing student demographics, the 

concomitant multiplicity of factors that influence a decision to choose an agriculture major, and 

issues that current and future students are expected to experience (Foreman et al., 2018; St. 

Amour, 2020; Wildman & Torres, 2001), it will be both a challenge and an opportunity for 



colleges of agriculture to continuously adapt their recruitment strategies for the new waves of 

incoming students.  Thus, recruiters for colleges of agriculture, whether at the college or 

department level, must consider the demographics of students they are trying to recruit (Alston et 

al., 2020; Foreman et al., 2018; Hodges & Barbuto Jr., 2002).  Furthermore, Espey & Boys 

(2015) recommend tailoring materials to meet student interests in a program to enhance 

successful recruitment.  In a broader context, it is important across all disciplines seeking to 

recruit students that they shift from using a one-size-fits-all approach to understanding their 

audience and finding innovative ways to pique student interest to “plant the seeds” and 

encourage them to enroll in their programs.  Although not all these strategies may be applicable 

to every college of agriculture, or to every university for that matter, we do hope that these 

strategies provide ideas that recruiters from agricultural colleges can adapt to attract future 

students into their agriculture programs.     
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Figure 1. Front (top) and back (bottom) of the recruitment card used by the Tropical Plant and 

Soil Sciences Department for recruiting high school and undergraduate students into our 

undergraduate agriculture program (Tropical Agriculture and the Environment [TAE]).  

Designed by Jessica Radovich (CTAHR), image provided by Kellie Taguchi (CTAHR). 



 

 

Figure 2. Front and back of our TPSS Department Graduate Student recruitment flyer, 

highlighting fields that graduate students can specialize in (left) and specialized course offerings 

and faculty with respective fields of specialization (right).  Digital samples are available via 

email requests to authors. 

 

  



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3. Strategies employed at various Hawaii-based and the ASHS Conference events. A: 

Promotional materials provided by the Hawaii Visitors and Convention Bureau.  B: A graduate 

student talks to prospective undergraduates at the Welina Mānoa event about our undergraduate 

program. C: Promotional materials provided by the UH Mānoa Bookstore. D: Recruitment table 

at the ASHS Conference featuring items provided by the CTAHR Office of Academic and 

C D 
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Student Affairs, Hawaiian Host Chocolates, Big Island Cookies, and Hawaii Visitors and 

Convention Bureau.  E: Recruitment table at the UH Mānoa ASUH Grad Fair featuring 

interactive displays, plant giveaways, and handmade floral arrangements.  F: A departmental 

faculty talks to interested high school students at the Mānoa Experience about ornamental 

horticulture. 
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ABSTRACT 
 
I teach an elective undergraduate tropical crop production course each spring in the 
Tropical Plant & Soil Sciences (TPSS) Department at the University of Hawaii at Manoa 
(UHM) in Honolulu, Hawaii. In Spring 2020, with the COVID-19 situation, the UHM 
went to all online courses, including my TPSS 300 Tropical Production Systems course. I 
have taught TPSS 300 for over ten years as an in-person course. Having been a required 
course for our undergraduates, it is now an elective course. There are two lecture periods 
and a laboratory session each week. TPSS 300 is a BYOD (bring your own device) 
course. In the Spring 2020 semester, of the six students in class, two were Tropical 
Agriculture and the Environment majors, one Natural Resources and Environmental 
Management, one Botany, one Human Development and Family Studies, and one 
Exploratory. The objective of this paper is to describe how an in-person undergraduate 
horticultural course was modified to enable it to be taught totally online. The flipped 
classroom approach was just one of the teaching methods used when the course was in-
person. When it became online, the predominant teaching method was now the flipped 
classroom with approximately six brief videos related to the topic to be covered in class 
that day. Instead of having the students pair up for small group discussions on the 
assigned videos, discussions became entire class discussions with no online small group 
discussions. The virtual field trip assignment was cancelled because of the difficulty of 
each student having to visit a farm or nursery in person. When the University of Hawaii 
at Manoa announced that it was going with online courses, one of the six students moved 
to California. The rest of the students remained locally on the island of Oahu. The two 
lecture periods a week were synchronous and included the student in California. The 
synchronous laboratory session consisted of guest presentations by TPSS Department 
graduate students. There were no hands-on laboratory activities such as those earlier in 
the semester. Students voted to have the virtual field trip assignment cancelled and to 
cancel the take home final exam. In conclusion, the instructor was able to modify the 
course to be an online course. Students liked selecting their own videos to discuss in 
class. Although the course was online, the students enjoyed the “in person”-like 
engagement and interaction. 
                                                
1 Associate Professor. 



 
 
Additional index words. Online classes, in-person instruction, face-to-face, remote 
learning, synchronous learning, Zoom 
 
 
I. INTRODUCTION 
 
I teach an undergraduate tropical crop production course (TPSS Dept., 2020) each spring 
in the Tropical Plant & Soil Sciences (TPSS) Department at the University of Hawaii at 
Manoa (UHM) in Honolulu, Hawaii. In Spring 2020, with the start of the COVID-19 
pandemic, the UHM went to all online courses, including my TPSS 300 Tropical 
Production Systems course. I have taught TPSS 300 for over ten years as an in-person 
course. There are two lecture periods and a laboratory session each week. TPSS 300 is a 
BYOD (Bring Your Own Device) course. In Spring 2020, of the six students in class, two 
were Tropical Agriculture and the Environment (TAE) majors, one Natural Resources 
and Environmental Management, one Botany, one Human Development and Family 
Studies, and one Exploratory. With the advent of the COVID-19 pandemic, educators 
have had to switch from in-person teaching to online education (Fung and Lam, 2020). 
The objective of this paper is to describe how an in-person undergraduate horticultural 
course was modified to enable it to be taught totally online. 
 
 
II. TPSS 300 TROPICAL PRODUCTION SYSTEMS 
 
TPSS 300 Tropical Production Systems was developed to serve as a bridge between the 
introductory course TPSS 200 Tropical Crop Science and the upper division crop 
productions courses in vegetables, fruits, flowers, and foliage. It is a four-credit course 
with two 75-minute lectures (Table 1) and one two-hour laboratory (Table 2) a week. It 
is an elective course for TAE undergraduate students and helps fulfill the credit 
requirement for a B.S. degree. 
 
Since the course’s creation in 1997, the number of lecture periods each week and the 
length of the laboratory period have varied over the years. Offered each spring semester, 
TPSS 300 was once a required course for undergraduate students in our horticulture 
program, but is now an elective. Since teaching the course since 2008, student enrollment 
has ranged from 24 in 2013 to five in 2019, with an average of 13 students. Lectures are 
held in one of our department’s classrooms. Depending upon the topic, laboratory periods 
are held in the classroom, at the Magoon Greenhouse Facilities (Figure 1), Pope 
Laboratory greenhouses, or other on-campus and off-campus sites, 
 
 
III. FLIPPED CLASSROOM APPROACH 
 
Background. In a typical university classroom, students hear a lecture and take notes 
(Figure 2). They then do homework, projects, and other activities outside of class. In the 



flipped classroom, students review information pertaining to concepts outside of class 
and come to class prepared to discuss and apply the concepts (Fung and Lam, 2020). 
Within the past few years, many faculty have been flipping the classroom to provide 
individualized instruction for asynchronous learning (Rose, 2020). 
 
To supplement my lecturing, instruction was shifted towards having students learn 
material outside of class through video segments, websites, articles, and online computer 
models and simulations (Kobayashi, 2017). YouTube (Google) videos, websites, 
handouts, popular works publications, and scientific articles were assigned and later 
discussed in small group discussions and entire class discussions. Students were 
encouraged to bring their laptops, tablets, or smartphones to class (BYOD) to do Internet 
searches for relevant information for discussions and hands-on activities (Figure 3). 
After discussing questions and points about the day's topics within groups, each group 
presented their answers to the rest of the class. In most medical schools, students convene 
in physical settings during the first 12 to 18 months for interactive problem-solving or 
discussions in small groups (Rose, 2020). 
 
Spring 2020 semester. When TPSS 300 went online, I continued to use the flipped 
classroom approach for teaching. Whereas in the in-person class, students would form 
small group discussion groups of 2-4 students, I did not use this for the online format. 
Being new to the use of Zoom (Zoom Video Communications) and teaching an online 
course for the first time, I decided not utilize the Zoom feature of breakout rooms. 
Breakout rooms enable you to separate students in a class into smaller discussion groups 
where they can have their own private discussions and then return to the entire class later. 
 
 
IV. VIRTUAL FIELD TRIP 
 
Visits to on-campus agricultural settings, farms, and nurseries provide students with 
firsthand knowledge of agricultural enterprises and help to reinforce concepts introduced 
and discussed in class. Since first being taught in 1997, TPSS 300 has had traditional 
field trips during its laboratory session. In my first teaching of the course in 2008, to 
address the issue of duplication of field trips among TPSS courses, the use of virtual field 
trips was implemented (Kobayashi and Perez, 2019). 
 
The goal of the virtual field trip assignment was for each student to give an oral 
presentation describing a farm or nursery so that it would simulate the whole class going 
on a field trip to that agricultural enterprise. Each student chose and visited a commercial 
farm or nursery, interviewed the owner or manager about the operations of the enterprise, 
and took pictures. Using PowerPoint (Microsoft), each student gave an oral presentation 
in class about the enterprise and submitted a written report. 
 
The virtual field trip assignment allowed the farm owners or managers to show the 
student certain production areas that would normally be restricted in a large group tour, 
such as a restricted area of a greenhouse or working in an aseptic tissue culture transfer 
hood. This one-on-one kind visit encourages networking between the student and the 



farm or nursery owner, which has led to future internships and job opportunities for 
students. In Spring 2020, the virtual field trip assignment was cancelled because the 
COVID-19 situation made it of the difficult for each student to visit a farm or nursery in 
person. 
 
 
V. COURSE MODIFICATIONS DUE TO COVID-19 
 
Synchronous classes. In Spring 2020, when the UHM announced that it was going with 
online courses, one of the six TPSS 300 students moved to California. The rest of the 
students remained locally on the island of Oahu. The two lecture periods (Table 1) a 
week were synchronous with the student in California also Zooming in. The in-person 
laboratory periods (Table 2), which included guest presentations by TPSS Department 
graduate students (Figure 2), were changed to synchronous online sessions. The 
transition from a workplace or medical school setting to home resulted in isolation, an 
increased use of email, and struggles with establishing boundaries between work and 
home (Rose, 2020). The TPSS 300 students still maintained a closeness in spite of being 
online. 
 
I must admit that teaching online from my office was more convenient as I did not have 
to go down two floors to the classroom to get it ready for class, e.g., ask our secretary for 
the room key if the room was locked, bring in chairs from another classroom, straighten 
up the room and chairs, check if chalk and an eraser were available, and erase the 
blackboard. 
 
Flipped classroom. The flipped classroom approach was only one of the teaching 
methods used when TPSS 300 was held in-person. When it became online, the 
predominant teaching method became the flipped classroom with approximately six brief 
videos related to the day’s topic. Instructors need to identify a few specific things that 
they want their students to learn, and focus on those (Gewin, 2020). I gave the students a 
wide selection of videos because of their diverse backgrounds and interests. Ideally, they 
will be able to choose content on the basis of their own interests (Gewin, 2020). Instead 
of having the students pair up for small group discussions on their assigned videos, 
discussions became whole class discussions. I did not utilized Zoom’s breakout rooms 
feature which was a possibility and will most likely be used in Spring 2021. Regarding 
medical student education, small group formats convened online in virtual team settings 
(Rose, 2020). 
 
Virtual field trips. Students voted to have the virtual field trip assignment cancelled and 
to cancel the take home final exam. Cancelling the virtual field trip assignment was a big 
missed opportunity for the students. Actually visiting a farm in-person and looking at the 
various operations is an exciting part of learning about agriculture, especially in Hawaii. 
Normally, each student would choose a farm or nursery, contact the owner, and arrange a 
visit to interview the owner and go on a tour. This increased interpersonal skills of the 
students. The virtual field trip sometimes led to the owner later offering the student an 
internship or a job.  



 
The COVID virus situation made me rethink about whether I would like to continue to 
have in-person activities. Consideration of the safety of the students was foremost in my 
mind (Sabharwal et al., 2020). The virtual field trip assignment could have been done 
through Zoom with the owner or manager of the farm walking around, giving a tour of 
the operations, and providing a narration. 
 
Using Zoom. Some teachers are still having trouble with the new technologies, such as 
planning for videoconferences, or using interactive methods through web services 
(Chinelatto et al., 2020). I realized I needed to increase my Zoom skills so I met with 
Kellie Toguchi and Ya-Yun Yang, CTAHR distance education specialists, to learn the 
finer points of Zoom (Gewin, 2020). Transitioning to online teaching is time intensive, 
and faculty can find this time comes at the expense of other responsibilities such as 
scholarship (Cutri and Mena, 2020). I, too, thought about how much time and effort I 
should devote to learning Zoom and organizing an effective online format. 
 
My Zoom online teaching was adequate, but I missed teaching in-person. Significant 
challenges both authors faced included feelings of isolation from students (Perrotta and 
Bohan, 2020). During this period, it became apparent that face-to-face instruction could 
not be fully replaced by other forms of communication, nor can it be matched in quality 
(Rodić and Rodić, 2020). 
 
My style of teaching is walking around the class, lecturing, asking questions. This was 
not possible anymore. I did show my slides, but giving a PowerPoint lecture online is 
different from giving it in-person where there is more interaction between the instructor 
and the students. Having the students’ pictures appearing on my computer screen is less 
personal than being in the same room with them. In addition, some students hide their 
video so only a black rectangle with their name appeared on my monitor. A virtual 
classroom demanded more effort in interacting from both teacher and students. This 
decreased in-class discussion quantity and quality (Chinelatto et al. 2020). All students 
understand that this COVID situation is a unique circumstance and that there will be 
some educational losses (Chinelatto et al., 2020). The effective use of an interactive 
communication tool, such as Zoom and e-mail, can help promote strong student-
instructor interactions and the students’ perceptions of instructor presence, student 
engagement, and satisfaction in online classes (Park and Kim, 2020). 
 
I realize our college (CTAHR) has been encouraging online teaching and converting our 
in-person courses to online. I have seen some of the advantages of online teaching. 
However, considering my style of teaching and the importance of face-to-face interaction 
with and among the students, I am looking forward to the end of this pandemic situation 
and a return to in-person teaching. 
 
 
VI. CONCLUSIONS 
 

• In conclusion, I was able to modify the course to be an online course. 



 
• Students liked selecting their own videos to discuss in class. 

 
• Although the course was online, the students enjoyed the “in person”-like 

engagement and interaction. 
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Table 1. Lecture schedule for TPSS 300 Tropical Production Systems for the Spring 
2020 semester at the University of Hawaii at Manoa. This four-credit elective 
undergraduate course has two 75-minute lectures a week. 
 
Week Class Date Topic 
1 1 Jan. 14, T Course introduction and overview. Course syllabus. 
 2 Jan. 16, R Systems thinking. Systems analysis. 
2 3 Jan. 21, T Crop production systems. 
 4 Jan. 23, R Crop growth and development. 
3 5 Jan. 28, T Growth analysis. Yield analysis. 
 6 Jan. 30, R Environmental impact on crop production. Monitoring 

environmental factors. 
4 7 Feb. 4, T Crop responses to environmental stress. 
 8 Feb. 6, R Crop modeling and simulation. 
5 9 Feb. 11, T Field agriculture. 
 10 Feb. 13, R Cropping systems. 
6 11 Feb. 18, T Midterm Exam I. 
 12 Feb. 20, R Crop scheduling and sequencing. 
7 13 Feb. 25, T Precision agriculture. 
 14 Feb. 27, R Controlled environment agriculture. 
8 15 Mar. 3, T Protected cultivation. 
 16 Mar. 5, R Greenhouse technology and management. 
9 17 Mar. 10, 

T 
Controlled environment structures. 

 18 Mar. 12, 
R 

Artificial and supplemental lighting. 

10 19 Mar. 17, 
T 

Spring break. 

 20 Mar. 19, 
R 

Spring break. 

11  Mar. 24, 
T 

Container production. 

  Mar. 26, 
R 

Holiday. 

12  Mar. 31, 
T 

Soilless growing media. 

 21 Apr. 2, R Midterm Exam II. 
13 22 Apr. 7, T Plasticulture. High tunnels. 
 23 Apr. 9, R Urban agriculture. Vertical farming. Rooftop farms. 
14 24 Apr. 14, T Hydroponics. Aquaponics. 
 25 Apr. 16, 

R 
Mechanization and automation. 

15 26 Apr. 21, T Agricultural drone technology. Robotics 
 27 Apr. 23, 

R 
Computer applications in horticulture. Agricultural mobile 
apps. 



16 28 Apr. 28, T Thomas Lim, Director Planning & Management Systems, 
CTAHR. Topic TBA. 

 29 Apr. 30, 
R 

Crop sensors and equipment for monitoring plant status. 

17 30 May 5, T Future technology. Space farming. 
 31 May 7, R Open topics. 
   Take home Final Exam due by May 14. 
 
  



Table 2. Laboratory schedule for TPSS 300 for the Spring 2020 semester. This four-
credit elective undergraduate course has a two-hour laboratory once a week. 
 
Week Class Date Topic 
1 1 Jan. 17, F Systems analysis. 
2 2 Jan. 24, F Light interception in plant canopies. 
3 3 Jan. 31, F Mark Tanouye, TPSS graduate student. Anthurium nursery 

production. 
4 4 Feb. 7, F Greenhouse/shadehouse environmental monitoring. Magoon 

Greenhouse Facilities. 
5 5 Feb. 14, F Nathan Fumia, TPSS graduate student. Similarities and differences 

between field and greenhouse crop production. 
6 6 Feb. 21, F Kahealani Acosta, TPSS graduate student. Nutrient deficiencies in 

breadfruit trees raised at the on-campus Magoon Research Facility. 
7 7 Feb. 28, F Todd Anderson, TPSS graduate student. Commercial Seed 

Production. 
8 8 Mar. 6, F Controlled environment structures. Magoon Greenhouse Facilities. 
9 9 Mar. 13, F Artificial and supplemental lighting. 
10 10 Mar. 20, F Spring break. 
11  Mar. 27, F Dolly Autufuga, TPSS graduate student. Topic TBA. 
12 11 Apr. 3, F William Sirabis, TPSS graduate student. Current Sweetpotato 

Research and Development Activities in the Papua New Guinea 
Highlands". 

13 12 Apr. 10, F Holiday. 
14 13 Apr. 17, F Matthew Gaston, TPSS graduate student. Green Walls in Manoa. 

Magoon Greenhouse Facilities.  
15  Apr. 24, F Maxwell Breen, TPSS graduate student. Global Agricultural 

Development and Slash and Burn Agriculture: My experience as an 
Agricultural Extentionist Peace Corps volunteer in Panama. 

16 14 May 1, F Student virtual field trip oral presentations. 
   Take home Final Exam due by May 14. (Combined with lecture 

final exam). 
 
  



Figure 1. TPSS 300 has field trips that supplement the various topics that are covered in 
the lecture periods. Field trips are on the University of Hawaii at Manoa campus as well 
as at off-campus sites. 

 
 
Figure 2. Graduate students from the TPSS Department, other CTAHR departments, and 
from the horticultural industry are invited to guest speak. 
 

 



Figure 3. Groups of two to four students discuss specific questions and problems using 
their smart devices and laptops (BYOD) to access the Internet for supplemental 
information. 
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Introduction 

COVID-19 has changed the world dramatically. Nobody imagines the unprecedented 

pandemic. As the number of infected people still increases and the medical system crisis 

becomes more serious, the lockouts and many restrictions are strengthened in most countries 

and regions. As a result, economic activities are severely restricted and have a serious impact 

on our lives. Under such circumstances, most of universities are switching to online classes 

around the world. 

Japanese education system has mainly focused on face-to-face classes on campus except a 

few universities until now. It is not preparing for the unprecedented pandemic. Most teachers 

have had to prepare for an online class in a short time for COVID-19 that they have never 

had. Unlike the face-to-face classes, online classes require new knowledge and skills to 

teachers to provide more effective classes.  

   In this paper, I will introduce the online class by Cloud-based education support system 

and view the current situation and issue of the online class using this system for the prolonged 

pandemic.   

 

Chapter 1. The Situation of Online Classes  

  Most of the universities in Japan conducted the online classes during the spring semesters 

from the last week of May.  



My university instructed 4 types classes: 

1) Interactive class: Teachers and students are connected via the Internet in real time with 

audio and video 

2) Video delivery type class: Teachers provide a video recording lesson and ask questions 

or discuss by email or educational system. 

3) Material delivery type class: Teachers provide a lecture’s materials (PowerPoint, PDF 

etc.) and questions and discuss by email or educational system. 

4) Self-study type class: Focusing on self-study and exercises using textbooks and others. 

The university advised to all teachers to be careful to all students who were not 

disadvantaged on all classes due to the students’ online environments. It was undeniable that 

the interactive class and video distribution type class might cause students to be 

disadvantaged because I could not confirm the students’ internet situation. I decided to 

conduct a material distribution type class using the educational support services. 

The university instructed 4 specific methods for the grade evaluation: 

1) Final report  

2) Normal score: Including reports and quizzes after each class 

3) Online test:60 minutes, and 45 minutes for language class 

4) Other and any combination 

 I decided to impose a final report and a report a normal score keeping in mind that the 

students were not disadvantaged 

 

Chapter 2. Discussion 

“Business communication” which I am in charge of is a career education for developing 

human resources and for getting business communication skills for a global society. The class 

is provided for all students though especially recommended for freshmen. This lecture is the 

manners and appearance of working people, greeting, reception, the manners of visitors and 

telephone, communication, presentation, visit other company, protocol, table manner, 

business email, business document, remote conference, telework and etiquette for ceremonial 

occasions.    

In my university we have been using manaba even before the start of online classes. This 

system is a cloud-based educational support services adopted by many educational institutions 

in Japan. There are two functions in manaba: LMS (Learning Management System) and 

portfolio. LMS is a task management and information transmission, and portfolio is collecting 

and storing the deliverables learning process for a long time. We did not use it as online class 

until this pandemic. When teachers distribute teaching materials or message on the bulletin 

boards, students can be notified by email of these distributions. Teachers can check whether 



the students confirm them. Teachers can also individually comment on the report and provide 

correction guidance. (OS/Browser: Windows: Google Chrome / Mozilla Firefox / Internet 

Explorer, Mac: Safari / Mozilla Firefox, iOS: Safari, Android: Google Chrome is 

recommended. Videos up to 50MB per file (Source: https://manaba.jp/). 

I used the teaching materials on manaba every class. I recommended the students to read 

the text first before class, and then read it again checking the teaching material. As the reading 

time was longer than the offline class, the teaching material volume was explained slightly 

more briefly than the offline class. In the offline class, the contents that were taught by role-

playing (reception, visitors and telephone manner, and funeral) were distributed as teaching 

materials by YouTube as same as the lecture contents. YouTube were kept within 10 minutes. 

I suppose the long videos did not keep the students focused and helped them avoid the 

possibility not to watch. The period was set within one week after the materials were delivered, 

and each student could take the classes at their own convenient day and time.  

According to the questionnaire from students after the classes, there are many positive 

answers: “It was very good to use You Tube as a teaching material” , “I could understand the 

classes by the texts and the teaching material.”, “I had a deeper understanding with the 

teaching materials.”, “I was glad that I was able to take the classes in my convenient day and 

time.”, “I had to give priority to other classes that specified the time, so I was able to manage 

my schedule.” and “I would like to attend the classes on campus by face to face (freshman’s 

answer). During and after the classes, there were no complaints from students such as “I can’t 

hear the sound”, “There is a lag”, and “I can’t see the YouTube.”.  

Looking back on the online classes of the teaching material delivery type, students will 

adjust and manage their own balance between life and learning for online classes. In other 

words, as a preliminary preparation, students have to prepare by listing the attendance date, 

assignment submission, presence/absence confirmation, and make their own schedule. There 

are 4 type classes in my university as I mentioned in chapter, some of the students who could 

not prepare and arrange their schedule were confused. They had to coordinate with own life 

schedule and classes. There are many courses that specify the date and time and have 

sufficient time for the course. By doing this, students will be able to manage their own 

schedule. Prioritizing by themselves, doing schedule management, keeping deadlines for 

attending classes and submitting assignments are basic abilities that are required as working 

people to promote self-management. This is a great opportunity for students to learn the basic 

skill of working people, and thus this online class requires the thinking and judgment skills for 

preparation. 

  In the case of materials delivery type online classes, the materials support textbooks. The 

students read the text carefully and review the text again from the teaching material. This will 

https://manaba.jp/


increase the degree of learning for students. Students who do not read the text carefully and 

only see the teaching materials may be less likely to understand and may not be able to tackle 

the tasks after the classes. It is essential for the assignment to have a content that can be 

tackled after reading and understanding the text carefully. Otherwise, there may be some 

students who submit only the assignment without taking the classes. 

  When the students have some questions, they can ask me on manaba Q & A at any time. 

They submit the assignment on manaba at each class. After the deadline for the assignment 

and I analyze their answers, I comment on manaba. I need to consider about the questions 

and assignment from the students to devise new challenges in the future. 

 

Conclusion 

Online classes seem to have advantages and disadvantages as a whole. In classes with many 

students, some students may lack the will to learn. I would like to propose to make a media 

literacy for online class including the attitudes for attending online class. Some students are 

reluctant to speak or ask questions in the unspecified number of real time class. It is also 

necessary to provide a place to ask individual questions through chat. There are students who 

are not able to get along easily, so it will be necessary to make a place where students can 

easily participate in communication so that they can participate easily. Since companies can 

communicate through chats during online, I should devise a way to teach. Only students who 

can learn independently can grow on the current online classes. We will be able to do bottom-

up by changing the structure of the classes itself and the consciousness of students. 

Working styles will be further diversified with and after COVID-19. Though telework is 

now popular in Japan due to COVID-19, it was common to work in the office as well as online 

classes until recently. Many teachers suddenly had to teach by online. It requires 

unprecedented knowledge, skills, team building, management and communication in 

telework and online classes. Career education would provide through online classes that also 

include the development of new leadership that can handle these issues. In the fall semester, 

I am going to prepare to do real-time online classes by Webex (Cisco Webex). I will be able 

to add these contents in preparation for future after COVID-19. Universities and research 

institutions will be integrated, and it will be essential and expectant for multiple institutions 

to work and research in collaboration for the Pandemic.  
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Abstract 

 
Japan does not have many Early childhood education and care(ECEC) environment wherein an Information and 

communication Technology (ICT) environment has been implemented. However, the “Core Curriculum for Teacher Training 

Course” compiled in 2017 by the Ministry of Education, Culture, Sports, Science and Technology(MEXT) clearly specifies 

the use of ICT in the syllabus of "Education Methods and Techniques (including the use of information equipment and 

teaching materials)" and “Guidance Methods of Childcare Content (including the use of information equipment and teaching 

materials),” which are necessary for acquiring a kindergarten teacher license. Therefore, this study first examined a 

kindergarten teacher training school (e.g., four-year university/junior college for training teachers) that had implemented a 

syllabus corresponding to this core curriculum. Then, it examined the validity of the teaching content related to ECEC and 

ICT utilization. Based on the results, a model class was held at a kindergarten teacher training school to investigate whether 

students would find useful the seven specific classroom content units that received the most responses within the content 

related to ECEC and ICT utilization. This pilot class revealed that the students strongly felt, upon completion of the class, 

that what they had learned would be useful in ECEC settings for all classes. 
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1. Background and Objective 

Until recently, the majority of opinions in the Japanese ECEC environment regarding children 

actively using ICT as part of ECEC has been negative. The number of research presentations by 

the Japan Society of Research on ECEC on ICT and media amounted to approximately only 20 

studies over 10 years. Since 2007, most studies involve the use of ICT in ECEC evaluation. The 

number of studies that use ICT as teaching material in ECEC environments, or in relation to 

children using ICT, remains minimal (Matsuyama, Nakamura, & Hotta, 2020). According to 

results from the "2015 Survey on Media Usage and Awareness in Kindergartens" conducted by the 

NHK Broadcasting Culture Research Institute in June 2015, which detailed media utilization 

rates in the Japanese ECEC environment (Kodaira, 2016), 69% of ICT use was related to the use of 

digital cameras. The survey also found a continuously low rate of PC usage, with a gradually 

increasing number of ECEC fields attempting to implement tablet terminals. However, even the 

use of digital cameras was limited to early childhood educators (e.g., kindergarten teachers and 

nursery school teachers) as part of assessments and to connect with guardians; few practices had 

children as users. The utilization of the tablet met with similar results. Although some 

kindergartens conduct practical research on how children use tablets, there are many ECEC 

environments in which tablets are used as a substitute for digital cameras. This finding indicates 

the passivity of ICT utilization in ECEC environments in Japan. This survey also concluded that: 

 

in kindergartens, where the active utilization of ICT is not promoted as part of a national 
policy, as is the case in elementary schools, even if a certain media environment has been 
implemented, there is a tendency for such facilities to be cautious about directly introducing 
television, PCs, and tablet terminals into their ECEC environments (Kodaira, 2016 p. 33 -34).  

 

Yet, in the "Core Curriculum for Teacher Training," which the MEXT constructed in November, 

2017, the “Guidance Method of Childcare Content (including the use of information equipment and 

teaching materials)” is clearly stated as a matter necessary to be included in the class content of 

“Subjects Related to the Guidance Methods of the Field and Childcare Content,” which is required 

to acquire a kindergarten teacher license. As one of the achievement goals of the classes 

corresponding to the “Subjects Related to Guidance Methods of Childcare Content,” the core 

curriculum, then, listed “understanding the utilization methods of the information equipment and 

teaching materials that consider the relationship between the characteristics of each environment 

and the experience of the children.” This means that with regard to ICT utilization in ECEC, there 

is a need to address ICT usage possibilities, such as ICT usage methods in relevant environments 

within ECEC, rather than simply learning general ICT use as an early childhood educator, which 

currently occurs within the “Education Methods/Techniques” (which existed as a class to learn 

conventional ICT usage). In other words, instead of limiting early childhood educators to using 

media for admin work and/or child care and education evaluation, this new “Core Curriculum for 

Teacher Training” indicates the possibilities that early childhood educators should plan and act on 

the premise of early childhood educators and children, alike, using information devices within the 

practice of child care and education itself. 

Therefore, the authors of this current study collected syllabi that correspond to the “Core 

Curriculum for Teacher Training." With the cooperation of universities/colleges for training 

kindergarten teachers in Japan, researchers examined what kind of class content was appropriate, 

based on the study results. This paper then proposed the kind of course content that would be 

necessary in the future, so that students who aim to become early childhood educators can think 

concretely and learn comprehensively about the effective utilization of ICT in play and activities 

that encourage the independent and interactive learning of children. 

 

2. Early Childhood Education and ICT Utilization in Japan 

In Japan, the Education Personnel Certification Act was partially revised in 1998, making the 

study of both the “operation of information equipment," as well as the "method and technique of 

education (including the use of information equipment and teaching materials)," compulsory in the 

license acquisition of kindergarten teachers. Behind the move to make these aspects compulsory is 

the need to develop teachers’ abilities to use media effectively, as well as using media as teaching 

material, in order to achieve the aims of ECEC within the advancement of the information society 



(Hotta, Yoshizaki, Matsukawa, Morita, & Matsuyama,2012). As a result, even the Japan Society of 

Research on ECEC started implementing media use in classroom development at kindergarten 

teacher training school. Similarly, preliminary research that utilizes media in ECEC 

environments has come to be seen. There is also an opinion that, in order for early childhood 

educators to be able to utilize media in ECEC environments, it is necessary to conduct classes that 

incorporate ECEC and media. Content related to media utilization should also be taught at 

university/college for training kindergarten teachers. However, the utilization of ICT was found to 

still be passive within the ECEC environment. 

However, in the “National Kindergarten Education Guidelines,” revised in March 2017, it was 

specified that "based on the fact that direct experience is important in early childhood, when using 

information equipment such as audio-visual aids and computers, consideration should be given to 

the relationship between the use of such devices and the experience with the experience of the 

preschool child, such as by supplementing experiences that may otherwise be difficult to obtain in 

kindergarten life." This specification indicates that it has become necessary to support the active 

and interactive learning of children, through children’s active use of ICT within the early 

childhood education environment. Furthermore, in November of the same year, in the "Core 

Curriculum for Teacher Training," compiled by the Investigating Committee on the Ideal Core 

Curriculum for Teacher Training of MEXT, in addition to the fact that "Education Methods and 

Techniques (including the use of information equipment and teaching materials)" continued to be 

set as a compulsory subject for learning ICT utilization in ECEC. The "Guidance Methods of 

Childcare Content" has been changed to "Guidance Methods of Childcare Content (including the 

use of information equipment and teaching materials).” This change has made it necessary to 

construct a curriculum that enables students to take classes on ICT utilization, as it pertains to 

guidance and assistance in each field. In response to the increasing emphasis on the need for early 

childhood educators to utilize ICT in ECEC environments. There is also currently a need for 

universities/colleges for training kindergarten teachers to reexamine the content of their classes 

that support conscious media use by children and not simply by early childhood educators.  

Through an investigation of the number of research studies on media and ICT utilization from 

the research presentation content of the Japan Society of Research on Early Childhood Care and 

Education, it was found that the number of studies conducted within the past 10 years (from 2007) 

was low, at around only 20 cases. Among the available research studies, topics on "media use for 

early childhood educator" and "media use at university/college for training kindergarten teachers" 

are the most common, which indicates that the ICT utilization of children and ECEC, more 

generally, remains limited. Furthermore, regarding research presentations targeting 

university/college for training kindergarten teachers, it is known that in the "Use of Media in 

Early Childhood Educator Training," there are many cases of support for students to utilize media 

to learn about ECEC and gain practical ECEC techniques in an easy-to-understand manner. There 

are also many teaching materials that make use of newly developed media (Matsuyama, 

Nakamura, Sato,& Morita, 2020). 

 

3. Research Objectives and Methods 

In light of the "Core Curriculum for Teacher Training," compiled in 2017, the purpose of this 

study was to contact university and college for training kindergarten teachers across Japan that 

have prepared, or are preparing, syllabi corresponding to the “Core Curriculum for Teacher 

Training.” We requested for the syllabi of class subjects that are planned, and which correspond to 

both “Education Methods/Techniques (includes utilization of information devices and teaching 

materials)” and “Guidance Methods of Childcare Content (includes utilization of information 

devices and teaching materials).” By examining the syllabi’s content, this study aimed to reveal 

the class content related to ECEC and media conducted at university/college for training 

kindergarten teachers in order to propose potential future class models related to ECEC and 

ICT/media. The purpose of this study was to further examine the validity of the content included 

in the suggested model(s) by conducting an actual model class and then examining the students’ 

survey results.  

For this research, kindergarten teachers training schools in Japan provided syllabi 

corresponding to "Guidance Methods and Techniques (including the use of information equipment 

and teaching materials)" and "Guidance Methods of Childcare Content (including the use of 



information equipment and teaching materials)." Since the requested period was from December 

2018 to January 2019, there were many kindergarten teacher training schools (universities/junior 

colleges) that had not yet aligned with the new core curriculum. Some universities could not offer a 

syllabus because they had not yet released one. However, the researchers still managed to gain 

replies from 99 universities/junior colleges. From the obtained syllabi, the class contents on ECEC 

and media were extracted for each subject, by clarifying the present content and tendency of ICT 

utilization in each kindergarten teacher training course. Based on this analysis, a model class was 

conducted in two kindergarten teacher training schools (one four-year university and one junior 

college) on class contents commonly observed across the schools’ syllabi. Seven of the presented 

content units were not only contained in many syllabi and also deemed necessary for future 

kindergarten teacher training. A survey was conducted with the students who took part in the 

class. This survey measured their interest and concern level regarding the content before the 

lessons, as well as the degree to which they deemed the content useful after taking the class (e.g., " 

I think the content would be very useful/not so useful when I become an early childhood educator 

"). The validity of the course content was then examined by comparing the results of this survey. 

 

4. Research Results 

According to the results of the syllabus-based research related to the "Guidance Methods and 

Techniques (including the use of information equipment and teaching materials)," as detailed by 

"Development of a Curriculum that Packages Educational Methods and Technologies Related to 

Media Utilization in ECEC(JSPS KAKENHI Grant Number JP21500919)," led by Hotta et al.,  

between 2009 and 2011, the contents of classes and the development of teaching materials 

concerning ECEC methods, general outlines, or the operation of Microsoft Office or similar 

business programs were the most prominent (Hotta et al., 2012; Hotta, Matsukawa, Matsuyama, 

Morita, Murakami, & Yoshizaki, 2011). The classroom content of “Education Methods and 

Techniques (including the use of information equipment and teaching materials)" examined in this 

current study’s syllabi research also saw much content corresponding to general overviews and 

ECEC methods, as well as the use of digital teaching material and broadcasting education. The 

utilization of micro-teaching was also conducted to some degree. However, class content that only 

focused on software (application) operation was not observed in this research. 

The class content that appeared most prominently included media use for planning and plan 

proposals. This would include using media to look back on child care and education (e.g., ECEC 

assessment record-keeping that uses PC/media). Furthermore, media was used for childcare 

evaluation. Additionally, such terms as “information ethics” and “information literacy” were found, 

which revealed that syllabi tended to include content on information ethics, for both early 

childhood educators and students (Matsuyama, Nakamura, & Hotta, 2020).  

Concerning media utilization in syllabi related to the "Overview of Childcare Contents," the 

following classroom content was seen: 1) media use by teachers, 2) use of media for “learning 

ECEC concretely by using audio-visual materials” and as a presentation- and report-creation tool 

for students, 3) creation of documentation, 4) ECEC planning and creation linked with simulated 

ECEC, 5) media use in curriculum management (e.g., evaluation), and 6) media use for ECEC 

analysis. Regarding the use of media in the content of classes about media use in the five areas of 

teaching methods, the majority of the descriptions were related to using ICT for simulated ECEC; 

preparing teaching plans, presentations, and retrospectives; and using ICT to view case footage in 

order to concretely understand the teaching methods in each area (Matsuyama, Nakamura, & 

Hotta, 2020). 

Based on the results, model classes were held at two kindergarten teacher training schools (one 

four-year university and one junior college) on the following seven content units: A) media 

education theory that can be used for ECEC, B) watching TV and videos at kindergartens/nursery 

schools, C) using educational TV and other programs for ECEC, D) using tablets for ECEC, E) 

preparing teaching materials and bulletin boards using photographs, F) learning about copyright 

and portrait rights issues related to ECEC, and G) creating documentation based on simulated 

class in childhood education. Before the model class course was conducted, a survey asked for 

responses according to a 7-point scale (“1. Strongly agree” to “7. Strongly disagree”) on students’ 

interest and concern levels regarding each content unit. Then, after the model class course, a 

similar 7-point survey was conducted on how useful the students felt the content would be once 



they became kindergarten teachers. Excluding those who did not respond, the number of valid 

responses for both surveys was 183. 

As a result, the mean values for preparing teaching materials and bulletin boards using 

photographs, learning about copyright and portrait rights issues related to ECEC, and creating 

documentation showed that the students believed that these particular units “will become useful 

once I become an early childhood educators” when compared to their pre-class interest and 

concern.  

The degree of students’ interest and concern before the respective classes was 2-4 for many, and 

most students fell into the category of “neither (do not have concern nor interest)” or they had 

some level of interest or concern. However, for the post-class evaluation of “I think this will become 

useful once I become an early childhood educators,” many responded with 1-2; in addition, no 

students responded to the six items (other than D) using tablets for ECEC) with “7: Not at all.” 

From among these results, those who responded with a “6” for B) watching TV and videos at home, 

as well as at kindergartens and nursery schools and E) preparing teaching materials and bulletin 

boards using photographs was 0. Hence, almost all the students found all seven content units to be 

useful.  

In addition, a two-tailed t-test (test of the means using a pair of samples) was conducted at a 

significance level of 5%, in order to confirm whether the differences in the mean scores of interest 

and concern in the pre-class content and the sense of usefulness of the post-class content were 

statistically significant. The results showed that at t (182), the significance level was p <. 001 for 

all items. Therefore, it can be determined that the difference of the mean scores before and after 

the lessons are significant. The mean values, variance, and test results for each item are shown in 

Figure 1. 
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Fig 1. Student interest/concern for each class 
prior to, and rating of usefulness for actual 
childcare work post, the model class 

B) watching TV and videos at kindergartens/ 

nursery schools 



The seven noted content units extracted in this study were deemed the most prominent class 

content on ECEC and media utilization. While there was some difference in the interest and 

concern of the participating students, these seven areas were generally met with positive student 

interest and concern, which indicated that these particular units included content that the 

students wanted to learn. In addition, it became clear that the students believed that the content 

would be useful once they became early childhood educators after graduation. They particularly 

felt this way about the units including experiences related to learning ICT theory, showing ICT 

utilization methods within the class by presenting specific ECEC scenes, and actually creating 

simulated bulletin boards and documentation. 

 

5. Future Tasks and Overview 

In Japan, the implementation of ICT environments in ECEC environments, such as 

kindergartens, has not advanced significantly. ICT utilization in the ECEC environment still lags 

behind. However, by learning the content units referred to in this study, it is believed that 

kindergarten teachers training schools may better equip kindergarten teachers to effectively 

utilize what they have learned in class and, once ICT environments in kindergarten/pre-school/ 

nursery school have been improved , proactively employ ICT alongside the children in their care 

and education. 

In this study, the model class, including the seven content units extracted from the syllabi 

survey, was only conducted in one four-year university and one junior college (two-year course) 

that offer kindergarten teacher training courses. Therefore, in the future, it will be necessary for 

more kindergarten teacher training courses to hold such classes. In order to do so, it will be 

necessary to present simple class content and implement examples. Conducting detailed research 

on the implementing the extracted seven class content units in other universities would also be 

required. Furthermore, it will be necessary to examine each class within the five fields that 

correspond to the "Guidance Methods of Childcare Content (including the use of information 

equipment and teaching materials)," as these fields were not addressed with this study’s model 

class content. It is also believed that it may be necessary to collect and share concrete examples of 

how ICT is currently being used in targeted ECEC, as well as how ICT can be used as a support 

tool to enrich children's learning and achieve the aims of the educational environment. 

 
Acknowledgment 

This work was supported by JSPS KAKENHI (B) Grant Number 18H01064.  

The authors would like to thank Editage (https://www.editage.jp/) for the English language review. 

 
Reference 

Hotta Hiroshi, Matsukawa Hideya, Matsuyama Yumiko, Morita Takehiro, Murakami Ryo, & Yoshizaki 

Kouichi (2011). Development of a Curriculum that Enables the Image of Media Utilization in Child Care 

and Education. Proceedings of the 27th annual conference of Japan Society for Educational Technology, 

Tokyo, 353-354. 

 
Hotta Hiroshi, Yoshizaki Kouichi, Matsukawa Hideya, Morita Takehiro, & Matsuyama Yumiko (2012). 

Development of Curriculum for Media Education Course for Kindergarten Teacher Training Program and 

Evaluation of Using a Learning Portfolio System Including a Collaborative Annotation Function. Journal 
of the Educational Application of Information and Communication Technologies, 15, Tokyo, 31-36. 

 

Kodaira Sachiko (2016). Thinking about the Possibilities of Media in Early Childhood Education: Focusing on 

the Survey on Media Utilization and Awareness in kindergarten in 2015. The NHK Monthly Report on 
Broadcast Research, 2016 July. 66(7), Broadcasting Culture Research Institute, Tokyo, 14-37. 

 

Matsuyama Yumiko, Nakamura Megumi, & Hotta Hiroshi (2020). A Study of “An Use of ICT in Kindergarten” 

in Kindergarten Teacher Training Program: From the results of the Syllabi survey. Proceedings of the 
36th spring annual conference of Japan Society for Educational Technology, Nagano, Japan, (Presentation 

No. 5-N302-2) 441-442. 

 
Matsuyama Yumiko, Nakamura Megumi, Sato Tomomi, & Morita Takehiro (2020). Transition and Issues of 

ICT utilization in Early Childhood Education and Care. Proceedings of the 73th annual convention of 
Japan Society of Research on Early Childhood Care and Education. Nara, Japan, (Presentation No. 

P-C-7-13) 957-958. 



 
Submission for Conference Proceedings 

 
1. Effects of a Positive Self-Efficacious Speaking Activity for Beginning   
  Level English Learners: From the Classroom to Online 
 
2. Michael Edwards 
  
3. Jissen Women’s Junior College 
  1-1-49 Higashi, Shibuya, Tokyo 
  150-8538  Japan 
 
4. Email: edwards_michael_@hotmail.com 
 OR edwards-michael@jissen.ac.jp 
 
5. Abstract 
 This paper examines the data from a questionnaire administered to 
66 1st year Japanese students at a private junior college for women. Two 
sets of students were examined; one at low beginning (30 subjects), and the 
other at the high beginning level (36 subjects). The questionnaire aimed to 
determine the positive effect an interdependent information exchange 
activity can have on speaking self-efficacy, the self-awareness of the 
student concerning their own English speaking ability and desire to 
improve, and whether the student felt they had improved their speaking 
ability after having participated in the online activity 5 times over a 
12-week period. Also discussed are the responses elicited from the ‘free 
writing’ section of the questionnaire, which reinforced results of positive 
self-efficacy as well as a desire of many to improve their overall English 
proficiency. 
 Explanation of the information exchange activity and how it was 
conducted in the current 2020 distance learning situation using a private 
university learning management system (LMS), in this case Manaba, and 
the internet-based media application Zoom is followed by the theoretical 
justification behind the activity and its positive efficacious effects on 
students with regards to speaking English. The relationship between the 
activity and Bandura’s (1986) four requirements for positive 
self-efficacious beliefs to occur being; (1) performance experiences, (2) 
vicarious experiences, (3)verbal persuasion, and (4) physiological feedback 
are discussed respectively. Participants’ comments concerning the online 
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activity offer further evidence of positive speaking self-efficacy as well as 
the desire of many of the participants to improve. 
 Factors which may have affected students’ responses including the 
extent to which the instructions for the activity were understood in an 
unfamiliar online environment as well as the differing levels of the two 
groups of participants and their respective abilities to correctly complete 
the speaking task. In conclusion, comparisons between the effect the online 
environment had on the activity as opposed to face-to-face, in-class 
instruction is clarified. 
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Abstract 

This study introduces the positive effects of comics in college-level EFL writing and examines if the writing 
skills acquired through making comics are retainable and transferable to paragraph writing. The results 
showed some positive effects of the comic-based approach in learner motivations, although statistical 
significance was not found between the test and control groups. 
 

1. Introduction  

 Writing a well-organized paragraph in English is one of the challenging goals in college-

level EFL in Japan. In high school, English classes mainly focus on grammar necessary for 

college entrance exams. Thus, few students have an opportunity to learn how to write paragraphs 

in English. However, once students start college, they will be expected to develop good 

academic writing skills, including skills for paragraph writing. Students with little writing 

experience may find college-level English courses demanding.  

 Also, a Japanese paragraph-like unit called danraku may make paragraph writing 

confusing for Japanese students. Danraku has a flexible structure and does not always require a 

topic sentence or conclusion. If students consider paragraph and danraku are the same things, 

they may write paragraphs without a topic sentence or other necessary components (Kimura & 

Kondo, 2004; Yasuta & Heo, 2015).  

 Learner motivation also influences writing performance. As Japan is basically a 

monolingual country, students may not have a good reason to study English after passing the 

entrance exams. If students are demotivated, they will not work on writing assignments 

seriously, and turn in quickly-written sloppy essays.  

 In order to solve these problems, comics and Japanese Manga are useful materials in 

teaching English writing. They are especially beneficial for low-level and unmotivated language 

learners (Furuhata-Turner, 2013; Liu, 2004; Yasuta, 2014; Yasuta, 2016; Yunus, Salehi, Tarmizi, 

Idrus, & Balaraman, 2011) but can also be used for advanced EFL writing activities and 

linguistic analysis (Yasuta, 2017a; 2018; 2019). Comics provide an excellent environment to 
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address multimodal aspects of language education, and as Mayer (2009) mentioned, a 

combination of words and visuals can promote learning.  

 Yasuta and Heo (2015) and Yasuta (2016, 2017b) found that comic panels help Japanese 

EFL learners to write organized paragraphs with necessary components (i.e., a topic sentence, 

supporting sentences and details, and a conclusion). In these studies, comic panels are used as a 

paragraph organizer. Each colored comic panel is associated with a paragraph component to 

visualize paragraph structure. If any paragraph component is missing from the essay, the panel 

associated with it remains empty so the writer would immediately notice the missing component. 

Using comic panels, students could write more coherent paragraphs in English. However, 

whether this success could be transferable to regular paragraph writing without using the 

paragraph organizer remained a research question. In this present study, novice EFL writers 

learned how to write a one-paragraph essay using comic panels. Later they wrote a posttest essay 

without using comic panels to examine if they could still write well-structured paragraphs. 

 

2. Methods 

2.1. Class activity procedure 

 First-year computer-science majors at a public university in Japan participated in the 

study. The course objective was to write a one-paragraph essay with a clear topic sentence, two 

supportive sentences and their details, and a conclusion. Participants were divided into two 

groups: a test group (n=42) introduced to paragraph writing using comic making, and a control 

group (n=38) that did not use the comic approach. They were enrolled in the same introductory 

English course, taught by the same instructor, but in separate sections. During the academic 

quarter, both groups wrote a one-paragraph essay on the same topic, “food or restaurant I 

recommend to foreign visitors.” After writing the first draft, the test group divided their essays 

into paragraph components and pasted them into comic panels to make comics (see Figure 1). An 

online comic creator, “Storyboard That” was used to make comics, and participants were advised 

to use materials that do not violate copyright. The participants used pictures that matched the text 

to check if their essays showed good flow and coherency. Both groups peer-reviewed their 

essays in class. Figure 2. shows a sample comic essay by one of the participants. At the end of 

the academic quarter, participants in both groups wrote an identical posttest essay without using 

any tools to examine the effects of the comic-based writing activity. 
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Figure 1. Comic essay template 

 
 

Figure 2. Sample comic essay 
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2.2. Posttest & post-class survey 

 At the end of the academic quarter, participants in both test and control groups worked on 

an identical 20-minute one-paragraph essay, “two things necessary for our university to be a 

better place,” to examine if they could retain the paragraph writing skills they obtained through 

the essay activity. The topic was once introduced in a speaking activity in class, and because they 

had only 20 minutes to write, the content and the length of the essay were not examined. The 

instruction was given in Japanese; participants were asked to use all the skills and knowledge 

necessary for a good one-paragraph essay. Data analysis focused on if the essay has a good 

paragraph structure and necessary paragraph components. Each participant’s introduction, 

supporting sentence and details 1, 2, and conclusion were scored 0-2 based on how well they 

were structured. A t-test was conducted for data analysis. 

 Additionally, a post-class survey was given to see how the participants perceived the 

class activities. 

 

3. Results and discussion 

3.1. Posttest 

 The results of the posttest are shown in Table 1.  

Table 1. Posttest esults 

 
   *Score range 0-2  

 

 The overall results show no significant difference between the two groups, although the 

test group slightly did better than the control group in the introduction section. Both groups 

retained the body part (i.e., supporting sentence and details 1&2) relatively well. The 

introduction and conclusion are frequently dropped. In the essays written by the test group, 17/42 

(40%) of the introduction and 29/42 (69%) of the conclusion were missing. For the control 

group, 20/38 (53%) of the introduction and 23/38 (61%) of the conclusion were missing.  
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 These findings indicate that both groups could not retain the skills they learned in the 

paragraph writing activity. It is possible that they did not fully acquire paragraph writing skills in 

the first place. Even if the participants understood the idea of a topic sentence and concluding 

sentence, they might have thought these paragraph components are optional in an English 

paragraph, just like in Japanese danraku.  

 The results could be due to a lack of writing experience in class. Participants in the 

previous studies (Yasuta & Heo, 2015; Yasuta 2016; 2017b) had four writing activities in the 

semester; however, the present study participants had only one writing activity in the academic 

quarter. Writing activities were reduced due to an English curriculum revision at the university to 

include other activities in class. A single paragraph writing activity was not enough for the 

participants to understand the English paragraph structure, even with comic panels. 

 

3.2. Post-class survey 

 Although the posttest results did not show statistically significant results, the study had 

positive effects on learner motivation, according to the post-class survey. More students in the 

test group chose the writing activity as their favorite activity and showed positive writing 

attitudes. Not all participants responded; however, 10/ 25 (40%) participants in the test group 

said the (comic-based) writing assignment was the most useful and enjoyable activity. On the 

other hand, only 5/ 40 (13%) participants in the control group chose the writing assignment as 

the most useful and enjoyable activity. As the test group participants were more motivated than 

the control group, comic-based writing may positively affect paragraph writing in the long run. 

 

4. Conclusion 

 The results did not answer the primary research question of this study; more writing 

practice should be given to the participants to see the effects of comic-based essay writing. 

However, even if there were no statistical differences between the comic approach and regular 

paragraph writing, it was evident that comics motivate students to write in English. A future 

project must be more carefully designed and ensure that students are ready to write English 

paragraphs. 
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Course Design: Why Doing It Backwards Works! 

 Developing an effective online course at the university level is no easy task.  Not only do 

designers have to make sure that the content is meaningful and engaging, they must also ensure 

that it aligns with the outcomes for the course, program, and the institution as a whole.  Careful 

planning, design, and collaboration is necessary to create truly dynamic courses that support the 

needs of the students.  The University of Arizona Global Campus (UAGC) uses the backwards 

design approach to ensure this happens. 

Newman (2019) created an analogy to compare the traditional model with that 

of backwards design.  He likens the traditional model to planning Thanksgiving dinner.  The 

designer starts with a list of activities to cover in a unit and decides how to use the textbook as 

support; just like one might pin holiday recipes and decorating inspiration on Pinterest.  The host 

creates shopping lists and spends enormous amounts of time planning and finding much more 

than could ever be used in just one meal.  The host narrows down choices and cut items from the 

list, conceding that they are not the next Martha Stewart.  This is what teachers do with 

traditional planning.  They narrow down the learning activities based on what they think is best 

for their students and push the other things to the side.  With traditional planning and 

Thanksgiving, all efforts are about forward movement and working up to the event.   

 In comparison, Newman (2019) states that backwards design is akin to using GPS.  One 

starts by entering the destination.  From the starting point, there may be many options on how to 

get to the destination.  The traveler might also have many different vantage points, such as street 

view, aerial view, a list of directions, and up-to-date information on the location of the car at the 

exact moment in time.  The path is always clear.  If the traveler gets lost, the route will be 

recalculated.  When thinking about this in the realm of teaching, when the designer begins with 



the final destination, which is the learning outcomes or what the students should know and be 

able to do, the designer always knows where to go.  Sometimes they will have to recalculate how 

to get there, but the "there" never changes.   

Backwards Design 

 With backwards design, the focus is on what the students should know and be able to do 

by the end of the unit or the course.  “One starts with the end- the desired results (goals or 

standards)- and then derives the curriculum from the evidence of learning (performances) called 

for by the standard and the teaching needed to equip students to perform” (Wiggins & McTighe, 

1998, p. 8).  What are the main pieces that could be used to demonstrate understanding?  This 

evidence is sought out in each assessment, whether it be formal, informal, formative, or 

summative.  Backwards design planning is a main process in Understanding by Design.   

 

Figure 1: Backwards design (Wiggins & McTighe, 1998) 

 

Figure 1 demonstrates a visual representation of backwards design.  Begin by identifying 

the desired results.  Another way to think of this is determining the curriculum expectations and 

priorities.  What should the students be familiar with?  What is important for the students to 

know and be able to do?  What enduring understandings should the students walk away with?  

With the answers to these questions in place, the designer can then move to the second step, 



which is to determine acceptable evidence for the desired results provided from step one.  The 

evidence could be informal checks of understanding, observations, dialogue, quizzes or tests, 

academic writing prompts, performance tasks, or even projects.  The key is choosing assessments 

that will allow the institution to check for mastery of desired results.  Once the assessments are 

determined, plan the learning experiences and instruction that is needed for the students to 

master the assessments.  

With the backwards design model, the end goal is the starting point.  The end goal at the 

University of Arizona Global Campus (UAGC) is for the students to be able to master 

institutional learning outcomes (ILOs); therefore, this is where course designers start.  From 

there, the designers go backward towards the program learning outcomes (PLOs), then course 

learning outcomes (CLOs), and finally, the weekly learning outcomes (WLOs).  By starting with 

the end, or biggest goal, it becomes more effective to think about what steps are needed to get to 

that goal, first programmatically, then by course, and finally within each week.  

Mapping and Analyzing Learning Outcomes 

At UAGC, the backwards design model is ensured by having rigorous mapping protocols 

in place.  To begin, every program creates a map that shows the direct alignment between each 

institutional learning outcome and the program learning outcomes.  This allows a bird’s eye view 

on how well things are aligned and if there are any gaps or areas of alignment that can be 

strengthened.  With the institutional learning outcomes clearly mapped to the program learning 

outcomes, there is a clear visual of the alignment between the program learning outcomes and 

the courses.  This is done through an IRM map.  Each course is mapped as to whether the PLO is 

introduced (I), reinforced (R), or mastered (M).  This allows designers to make sure the 

necessary scaffolding is in place for the students to successfully master the PLOs by the time 



they complete all of their courses. Finally, with the ILOs, PLOs, and CLOs mapped, UAGC 

designers then break things down even further in each course.  During development, each 

discussion, assignment, learning activity, assessment, etc. is mapped to both the course and 

weekly outcomes.  This ensures the content in UAGC courses is focused on meeting the course 

outcomes, which ultimately ensures the PLOs and ILOs are covered, as they were already 

mapped earlier in the process.  In each class, a course map is also created, showing all of the 

activities in the course that are aligned with each learning outcome.  This confirms all the course 

learning outcomes are represented equally throughout the course.  It also allows for the 

institution to clearly identify areas of opportunity and student strengths during the assessment 

process. 

 

Figure 2: Waypoint data by individual assignment and content criteria 

 



UAGC uses the assessment system Waypoint.  This system has many amazing features, 

one of which is that it allows the instructors to be able to track assessment data for each of the 

course learning outcomes.  Figure 2 shows the students’ scores for each content criteria on the 

associated rubric for this particular assignment.  Student performance is easily viewed based on 

the color-coded indicators for the different levels of proficiency.  An additional mean score states 

how students performed on each content criteria.  Using Waypoint also allows instructors to take 

things a step further and pull up an individual CLO and all associated assignments to evaluate 

student performance on each particular CLO.  Doing this enables the institution to see how 

students did overall and by assignment.  This information is used to inform decisions for 

potential assignment or course revisions.  With this information, designers can look specifically 

at these elements to determine if there is a way to modify or adjust to better support student 

success.  

Another way UAGC integrates backwards design into course development is by 

designing the summative assessments first for each course.  This allows the designers to start 

with the end goal in mind.  In other words, what should the students be able to do at the end of 

the course?  Doing this ensures that the summative covers all CLOs and allows designers to plan 

for scaffolded discussions and assignments that lead to success.  

Engagement Strategies 

Along with backwards design, it is important to make sure the courses are engaging for 

students.  Interactive learning asks students to dialogue, provide a solution to a problem, or 

explain a thought process (Vercellotti, 2017).  This type of learning can allow the students to 

engage more deeply with course materials.  At UAGC, several types of learning engagement 

strategies are utilized.  



Case Studies 

Case studies allow students to see learning concepts in action.  An unfolding case study 

introduces several children at the beginning of the course, and students follow those children 

throughout the class.  In each week of the course, students learn more about each child, including 

the home environment, classroom interactions, behaviors at home and school, and cultural 

background.  The students then create plans to best serve and teach that child or how to work 

most effectively with that child's family.  When case studies are used, they build up to the 

summative assessment in the last week of the course.  Students are well-versed with the children, 

just as they would be with actual students in their classrooms, which enables them to practice 

planning effectively for specific children.  

Practical Application 

Students can create resources they can use in the future.  For example, in a course 

focused on play and young children, the students can create a toolbox of resources.  The toolbox 

could include various guidance strategies, community resources, or play resources.  Encourage 

students to think about what age they would like to work with and build their toolkits with that 

age in mind.  In this way, the students leave the program with practical ideas to begin using 

immediately in their classrooms.  

Role Play 

Role play is a great way for students to practice effective communication with various 

stakeholders such as leaders, colleagues, or customers.  The students can engage in a mock 

parent-teacher conference or employment interview, or simulate addressing safety concerns with 

an administrator or meeting with an unhappy customer. 

Social Media 



Some students shy away from professional social media because it is unfamiliar to them, 

but social media is a powerful tool for being able to see what is happening in the educational 

world.  Social media can keep courses up to date with current events, trends, and information in 

specific fields of study.  One way to incorporate social media is to ask students to create a 

professional Twitter account (with a username and content that will reflect who they are as a 

professional).  Then in the course, embed a Twitter widget where students can share resources 

related to the course.  Instantly, students have not only all resources offered by previous students 

of the course, but they also see the live feed updating within the classroom. 

Interactives 

Interactives are a great way to go beyond the "read this and write about it" types of 

assignments.  Interactives can include fun activities like hangman to reinforce important 

vocabulary, drag and drops to build lesson plans, or choose an appropriate response to a 

customer who is unhappy about a product.  Informative interactives can help students learn about 

theory, types of educational systems, or various ways to market a new product.  Interactives keep 

the information fresh and allow for different types of learning.  

Collaborative Team Approach 

 Another important element to design effective courses is to work with a collaborative 

team that includes resources such as the library, writing center, career services, and assessment.   

Each collaborative partnership allows for students to be more successful in the course.  Table 1 

provides course collaboration ideas. 

Library  Create research guides and tutorials 

 Provide advanced search techniques 

 Evaluate resources available for course topics 



Writing Center  Create annotated samples and templates 

 Provide helpful tips for student success 

24/7 Tutoring support 
 

Career Services  Integrate career components into courses 

 Understand career outcomes 

Videos, job aides, templates 
 

Assessment  Ensure tight alignment between assessments and rubrics 

 Map content criteria to learning outcomes 

Check for clarity of assignment directions 
 

Table 1: Course collaboration 

Conclusion 

 Using backwards design to build tightly aligned and engaging courses is critical to 

student mastery of course, program, and institutional learning outcomes.  By identifying what the 

students must know and be able to do by the end of the learning unit or course, instructors ensure 

that the learning covers the identified learning outcomes.  When thinking about assessment first, 

the path to that destination will remain clear.  Once the assessments are determined, learning 

experiences and instruction can be planned to align to the assessments, which are based on the 

learning outcomes.  This is accomplished by starting with the end goal in mind, looking for 

unique and meaningful ways to bring the curriculum to life, and collaborating with key 

stakeholders within the university. 
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Due to COVID-19, face-to-face activities were no longer possible to engage students in 
space science activities. The University of North Texas team developed an online 
challenge that incorporates augmented reality, virtual reality and coding related to drones 
and robots to allow students to participate from anywhere they have access to a 
smartphone or tablet.  

While there have been no recent manned space missions to the moon, NASA is 
continually launching missions that inform us about our atmosphere and the planets. 
NASA recognizes the need to prepare and interest students for future STEM careers who 
will continue the work NASA has been doing over the past decades. One survey reported 
that fewer than half of middle and high school teachers said their students are eager to 
learn about space-related topics including space exploration and space travel (Will, 2017). 
Space science education engages students in the missions and activities that occur at 
NASA and fosters the realization that career choices are built on positive experiences in 
which students can engage and explore. 
 For the past four years, the University of North Texas team, as part of the NASA 
Space Science Education Consortium, has been working directly with middle school 
students using innovative technologies to increase their interest in space science. Several 
research findings have shown that integrating innovative technologies with space science 
activities increases content gains as well as dispositions toward space science 
(Christensen et al., 2018; Christensen et al., 2019; Christensen & Knezek, 2020; Knezek 
& Christensen, 2020). 
  As a result of COVID-19, our face-to-face activities  are currently suspended. 
The UNT team developed an online challenge that incorporates augmented reality, virtual 
reality and coding related to drones and robots to allow students to participate from 
anywhere they have access to a smartphone or tablet. The challenge was designed to be 
used by individual middle school students as well as curriculum enhancement at-home 
activities for students who are studying the content. 
 

Implementation 
 

 The challenge, Maggie Goes to Mars, entails having Maggie, a canine, become a 
space cadet in order to go to Mars to fix the robotic arm of the Insight Rover that was 
damaged in a rockslide. Videos with content are embedded, career highlights are included 
and challenges such as using Spacecraft 3D (AR) and Solar System Space Museum (VR) 
tools to answer questions allow users to complete the challenge. The opening screen for 
the challenge is shown in Figure 1. In addition to content checks throughout the challenge, 



a survey was included at the end of the challenge to allow the research team to collect 
data on space science interest and content gains related to completing the challenge. The 
challenge includes learning objectives related to space science content and is aligned with 
state (Texas) and national (NGSS) standards. Table 1 includes content and process 
objectives included in the challenge. The content questions included in the challenge are 
listed in the Appendix of this paper. 
 

 
Figure 1. Opening screen of Maggie Goes to Mars challenge 
 
Table 1. Content and Process Objectives in Maggie Goes to Mars Challenge 

Learning Objectives/Targets 

Content: Students will know… 
● The purpose of the Insight mission is to 

study the interior of Mars. 
● Spacecraft land in targeted locations on 

Mars to study different elements. 
● Where do NASA spacecraft launch? 
● How far away from Earth is the Sun? 
● What planet is targeted for the next 

human mission? 
● How do the temperatures vary on the 

different planets and why? 
● For what purpose are drones used by 

NASA? 

Process: Students will be able to… 
● Use augmented reality to determine 

the purpose of different spacecraft. 
● Use virtual reality to explore the 

moon. 
● Use problem solving/programming 

skills to crack codes related to 
Mars. 

 
 To successfully navigate the challenge, users should download the augmented 
reality (AR) app called Spacecraft 3D and the virtual reality (VR) app called Solar 
System Space Museum. Augmented Reality (AR) is defined as a technology that 
incorporates a “layering of information over a view or representation of the normal world, 
offering users the ability to access place-based information in ways that are compellingly 
intuitive” (Johnson, Adams, & Cummins, 2012, p. 5). AR is a way to bring together the 
real and the virtual world, which allows for interactivity in real time. Researchers have 
found an immersive augmented environment to be highly engaging and motivational for 
middle and high school students (Dunleavy, Dede, & Mitchell, 2009).  



 Activities related to Mars have been created to enhance learning through 
augmented reality (AR) tools. The applications can be downloaded for free on a mobile 
device. The AR application used in this challenge activity, Spacecraft 3D, functions by 
locating a physical “marker” (that can also be printed but is included in the Maggie 
challenge on screen). Once the camera recognizes the marker, a projected image is 
displayed in 3D and includes various spacecraft such as the Insight (see Figure 3). The 
app provides opportunities to explore different aspects of the rovers, probes, and other 
space equipment by selecting different animations in the application. The augmented 
reality applications allow users to examine the working parts in greater detail. 
Furthermore, information in the applications provides information that leads to greater 
understanding of the functions and purposes of the space equipment. 
 

  
Figure 2. Spacecraft 3D app and target 
 

 



Figure 3. Augmented reality overlaid on reality 
 
 Virtual Reality (VR) is defined as a set of digital tools to provide immersion into 
a computer-generated environment. By creating authentic learning opportunities within 
an immersive, simulated environment, “VR can overcome shortcomings in STEM 
education including a lack of concrete experiences” (Adams Becker, Freeman, Hall, 
Cummins, & Yuhnke, 2016, p. 42). Many research studies have found virtual reality to be 
beneficial for learning in K-12 environments (Ferdig, Gandolfi, & Immel, 2018), but 
more research on the impact VR might have on learning is needed.  
 Many VR activities use basic goggle headset configurations that leverage 
smartphones to deliver experiential content through apps. Many 360 VR videos are 
included on YouTube. In addition, there are many apps in the Google and Android app 
stores that allow users to download content. The VR app used in the Maggie challenge is 
Solar System Space Museum (See Figure 4). The SSSM app allows users to explore the 
solar system by giving detailed information about each planet and the sun. Students can 
move from planet to planet in VR mode to learn facts about the planets. The app also 
allows users to compare the size of the sun to the other planets in the solar system (see 
Figure 5).    
 

 
Figure 4. Solar System Space Museum VR app. 
 

 
Figure 5. SSSM comparisons of the Sun to planets in the solar system. 
 

Assessment of Outcomes 
 



Preliminary analysis of pre-post polling data gathered from attendees at the 2020 
International Society for Technology in Education (ISTE) Annual Conference confirmed 
that teachers felt that the Maggie Goes to Mars Challenge would create meaningful 
engagement for learners. In particular, pre-post polls completed by 30 ISTE attendees 
showed that 90% agreed or strongly agreed that a session where they practiced 
downloading and using the SpaceCraft 3D app and observed sample screens from the 
web-based main program, “… introduced me to space science content I can use with my 
students.” Classroom-based pilot tests with learners are scheduled for the spring. 

 
Discussion 

 
Maggie Goes to Mars is an example of a new era of technology-enhanced learning that is 
designed for use with multiple technology environments. In particular, this application 
provides the richest learning context when the learner is using a computer with a browser 
to access the main program, and has a camera-enabled smartphone/tablet device 
simultaneously running the exploratory AR or VR apps. The activity provides a 
challenge-type approach to engaging learners in content. The authors believe this type of 
integration of innovative technologies with the guidance of a challenge will benefit 
learners. Further research of implementation will allow researchers to determine the 
impact.  
 

Summary 
 

Space science education is a method to engage students in the missions and 
activities that occur at NASA realizing that interest in future career choices is often built 
on positive experiences in which students are able to engage and explore. Using 
innovative technologies to study space science is one way to engage youth in learning 
more about our solar system and how it impacts us on a daily basis. This paper 
highlighted the pivot from face-to-face activities that used innovative hands-on 
technologies to a guided challenge that allows the engaging content and activities to be 
continued from a distance. The described innovative technologies are easily accessible to 
educators, enabling students to learn about Mars and our solar system through engaging 
environments.  
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Assessment Questions for Maggie Goes to Mars 
 
1. Which spacecraft was designed to study the interior of Mars? 

A. Curiosity 
B. Insight 
C. Perseverance 
D. Ingenuity 

2. Which of the spacecraft landed in Gale Crater on Mars? 
A. Curiosity 
B. Insight 
C. Perseverance 
D. Ingenuity 

3. How many miles is Earth from the sun? 
A. 93 million miles 
B. 124 million miles 
C. 55 million miles 
D. 4 million miles 

4. What percentage of Earth's atmosphere is Oxygen? 
A. 36% 
B. 85% 
C. 21% 
D. 1% 

5. Which of these planets is the hottest? 
A. Mercury 
B. Jupiter 
C. Venus 
D. Mars 

6. Which is the correct name of the Mars helicopter? 
A. Curiosity 
B. Perseverance 
C. Insight 
D. Ingenuity 

7. Approximately how long did it take the Insight spacecraft to travel from earth 
to Mars? 
A. 6 days 
B. 6 months 
C. 6 hours 
D. 6 years 

8. Where is NASA hoping to send astronauts in 2030? 
A. Mercury 
B. Venus 
C. Earth 
D. Mars 
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Abstract 
 

This paper outlines the first stage of a research project which aims to ascertain the needs of 

pre-service English teachers in Japan. The implementation of the new Course of Study 

Guidelines in Japan has increased the demands on teachers at elementary schools, junior high 

schools, and senior high schools. Regrettably, the support structure for English teachers in the 

public system is sadly lacking. Every day, novice English teachers in Japan are facing 

challenges for which their pre-service training failed to prepare them. The data for this paper 

was collected through online questionnaires and Zoom interviews with pre-service (n=10) and 

in-service (n=8) English teachers. The paper provides an overview of the challenges which pre-

service English teachers in Japan face and discusses ways that they can be supported.  

 

1. Introduction 

Japanese English teachers face a number of challenges as they try to meet the needs of their 

students, parents, school, and the national curriculum. Novice teachers in particular tend to find 

their first few years in the profession extremely frustrating and stressful. A major contributing 

factor is the inadequate pre-service training that student teachers receive while at university.  

This short paper outlines the first stage of a research project which aims to ascertain the needs 

of pre-service English teachers in Japan. Data was collected through online questionnaires and 

Zoom interviews with pre-service English teachers (n=10) and in-service English teachers 

(n=8) from Japan. The paper provides an overview of the challenges which pre-service English 



teachers in Japan face and offers some practical suggestions to help prepare them for when 

they enter the teaching profession. 

 

2. Background 

The Japanese Ministry of Education, Culture, Sports, Science and Technology (MEXT) 

revisions to the new Course of Study Guidelines and the entrance exam system have meant that 

support for novice and experienced teachers is vital if its policies are to succeed. Despite 

MEXT’s reforms, poor teacher training has created a considerable gap between educational 

policy and teaching practice (Kikuchi & Browne, 2009). The dearth of qualified English 

teachers in Japan is lamentable and many in-service teachers are worried about their ability to 

teach English in English (Oyabu, 2011; Tsukamoto & Tsujioka, 2013). Improved teacher 

training for pre-service teachers and in-service teachers can go some way to providing a 

solution (Fukushima, 2018; Steele & Zhang, 2016; Tahira, 2012). Needless to say, it is essential 

that Japanese English teachers have the opportunity to continue their professional development 

throughout their teaching careers (Kurosawa, 2011; Uno, 2013). 

Every day, novice English teachers in Japan are facing challenges for which their pre-

service training failed to prepare them (Mouri, 2020). One of the main challenges is that the 

teaching practicums, which are part of the undergraduate teacher-training programmes, are too 

short (three weeks for students who are studying for a junior high school teaching license and 

two weeks for students who are studying for a high school teaching license). More often than 

not this is the only practical experience that pre-service English teachers gain before they step 

into a classroom after graduating from university. As part of a previous research project funded 

by the Japan Society for the Promotion of Science (JSPS) which aimed to provide support for 

in-service English teachers, teachers were asked about their pre-service instruction (Cripps, 

Miles & O’Connell, 2019, JSPS No. 15H03481). The following comment from an in-service 



teacher encapsulates the inadequacy of pre-service practical training for English teachers in 

Japan: “It was not practical at all. We should have received more practical lesson plans and 

theory” (for more details see Cripps, Miles & O’Connell, 2017; 2018; 2019). 

 

Providing support 

Having taught at all levels of the Japanese education system (including elementary schools, 

junior high schools, senior high schools, and universities) for over 30 years, I feel that I am in 

a unique position to understand the needs of English teachers in Japan. Since 2012, I have been 

designing and giving workshops as part of the teaching license renewal courses offered by 

Nanzan University in Nagoya, Japan. Each year, teachers attending these workshops have 

mentioned how useful the workshops are and how they would like to learn more.  

The foundation of this study is based on prior research on teacher training workshops 

and online support. From 2015 to 2018 I led a research team which successfully provided 

pedagogical support for in-service junior high and senior high school teachers in Japan through 

workshops and online support (JSPS No. 15H03481). Four intensive workshops were held for 

in-service English teachers. The topics of these practical workshops were: ‘Motivation’, 

‘Teaching English in Japanese high schools’, ‘Intercultural communication’, and ‘Creativity in 

the classroom’. In addition, a fifth workshop was specifically designed for pre-service teachers 

which focused on ‘Transitioning from a learner to a teacher’ (Cripps & Doi, 2020). 

 

Nanzan University 

Nanzan University is a private, coeducational Catholic university in Aichi Prefecture, Japan 

and has a student body of approximately 10,000. Nanzan’s flagship department is the 

Department of British and American Studies called ‘Eibei’ (英⽶)  in Japanese. Eibei is 

renowned for its English language programme and the comparatively high English level of its 



students, with many having lived and studied overseas. (The average TOEIC score of Eibei 

students when they graduate is approximately 750.) Nanzan University offers a teaching 

license course and many students (especially those from Eibei) become teachers at junior high 

schools or senior high schools. 

When I first joined Nanzan University it soon became clear to me that, despite 

qualifying as English teachers and having a high level of English, many Eibei students felt 

dissatisfied with their lack of practical teacher training while undergraduates. In addition, many 

students complained about the poor (or non-existent) support structure once they started 

teaching. This motivated me to offer a seminar which focuses on preparing students for the 

practical challenges which they will face as English teachers (see Figure 1). 

 

Figure 1: October 2020 seminar information leaflet 

Teaching English as a Foreign Language (TEFL) 
 

Dr. Tony Cripps 
 
 

Are you interested in teaching? 
Do you want to be an English teacher? 

Would you like to help improve English teaching in Japan? 
 

If you answered “YES” to any of the above questions then this seminar may interest you! 
 

Sample Seminar Overview 
 

Seminar I Seminar II 
 

• TEFL methodology 

• The roles of a teacher 

• Learners and their needs 
 

 

• Teaching speaking/listening 

• Teaching reading/writing 

• English education in Japan 

• English education in the world 
 

Seminar III  Seminar IV-VI 
 

• Classroom management 

• Teaching English in Japan 

• Teaching junior high and senior 
high school students 

 
Graduation thesis work 

 
Students will give formal presentations on 

their research 
 

 
Please note the following: 
 

• This seminar will provide a practical foundation to English language teaching. 

• The seminar has been designed for students who are interested in teaching English. 

• Students will be expected to read widely and take part in student-led discussions.  

• Students will be expected to take part in teaching practicums. 

• Students will be expected to speak in English and contribute to each class. 

• The maximum number of students for this seminar is 12. 
 
This year I will hold two seminar consultation meetings on the Zoom platform: 
 
Topic:  Tony Cripps - Seminar consultation session 
Days:  Monday, October 12 and Wednesday, October 14 
Time:  12:40-13:10 
Link:  https://nanzan.zoom.us/j/95291186895?pwd=T3NzcTQvSWtoa3lSQW43eTVyd0d4Zz09 

Id:  952 9118 6895 
Code:  738724 

 
 

 
Feel free to e-mail me should you have any questions:  

 
cripps@nanzan-u.ac.jp 

 
 



Selection for the seminar is quite competitive and every year I choose 10-12 students. I try to 

introduce the seminar students to different teaching methods and methodologies, as well as 

helping them improve their teaching skills through mini practicums, presentations, and 

discussions. Developing students’ ICT skills is another area which I try to nurture (Cripps, 

2020). 

 

3. Methodology 

For this study, a cohort of pre-service teachers (n=10) from my teaching seminar was asked, 

through an online questionnaire (Figure 2), the following: “What skills do you think pre-service 

English teachers need to learn before becoming an English teacher?” The purpose of this simple 

question was to get a snapshot of their thinking and to provide a ‘jumping off point’ for 

interviews conducted using the Zoom platform. 

 

 

Figure 2: Questionnaire ‘Welcome’ page 

 



The semi-structured interviews allowed the pre-service teachers to express their views on the 

skills that pre-service English teachers need and the challenges they face. Typically, each 

interview lasted 25-30 minutes. The interviews were transcribed and sent to the interviewees 

for respondent verification. The data was analysed using grounded theory and themes naturally 

arose from the data (Charmaz, 2014; Saldaña, 2013). In addition to the pre-service English 

teachers, in-service English teachers (n=8) from junior high schools and high schools were also 

asked to complete a questionnaire on the needs of pre-service English teachers and they were 

interviewed using the Zoom platform (see section 5). This data was also analysed using 

grounded theory. Below the themes which arose from the data from the pre-service and in-

service English teachers is provided along with illustrative comments from the participants.  

 

4. Pre-service English teachers 

As mentioned above, the ten pre-service teachers were asked a simple yet explorative question: 

“What skills do you think pre-service English teachers need to learn before becoming an 

English teacher?” This open-ended question acted as a catalyst which produced rich and 

informative comments. Through extensive grounded theory analysis, five main themes 

emerged from the online questionnaire and the subsequent Zoom interviews. Table 1 presents 

each theme along with corresponding comments from the pre-service teachers which illustrate 

their thoughts. 

 

Table 1: Pre-service English teachers’ comments 

Theme Pre-service English teachers’ comments 

 

English 

proficiency 

 

“I think pre-service English teachers need to learn English which can 

be used in classroom contexts. This is because it is important for 

teachers to direct students clearly so that students can understand 

teacher’s instructions easily in foreign language.” 



 

Communication 

skill 

 

“Communication skill (To teach students how to communicate with 

people smoothly.)” 

 

“This is because MEXT put importance on speaking skill, so teacher’s 

speaking skill is necessary when teachers teach communication in 

English.” 

 

Material and 

class 

development 

 

“…skills to create well-balanced English lessons. In Japan, the number 

of Japanese children who study English at very early age is increasing 

year by year, and it's obvious that they have higher English levels 

compare to children who did not have that experiences. Future English 

teachers will teach both children in the same class, which weans the 

teachers will have to consider how to balance the level or contents.” 

 

ITC skills 

 

“To be able to use ICT equipment: I think we need the flexibility to 

respond to various changes and always take in good things.” 

 

Practical 

experience 

 

“I think pre-service English teachers need to learn how to control the 

students in class. Although we learn many actions or attitudes that 

teacher should or should not use when we talk with our students, that is 

just the theory. We need more experience to control students and have 

some feedbacks.” 

 

The five themes ‘English proficiency’, ‘Communication skill’, ‘Material and class 

development’, ‘ITC skills’, and ‘Practical experience’ reveal the thoughts of the pre-service 

teachers in this study. Their concern about English proficiency and communication skill was 

not unexpected as previous seminar students have often echoed these anxieties. The recognition 

of the importance of material and class development skills demonstrates a maturity and 

understanding of their needs. Similarly, the desire to improve their ITC skills shows an 

awareness of the need to study in order to introduce ITC into the teaching sphere. The pre-



service teachers are aware that in-service teachers in Japan are currently struggling to integrate 

online teaching into their teaching, especially considering the challenges which the COVID-

19 situation has created (Senoo, 2020). Finally, the recognition of the importance of gaining 

practical skills shows that the pre-service teachers are eager to move away from only studying 

pure teaching theory to the exclusion of developing their practical teaching ability. (The value 

of praxis should never be underestimated when designing pre-service teaching programmes.) 

The following section looks at the comments of in-service English teachers and what they think 

the needs of pre-service English teachers are. 

 

5. In-service English teachers 

In winter 2020, I gave a one-day teaching workshop through Zoom to eight in-service junior 

and senior high school English teachers. This online workshop was one of a number of 

workshops offered in 2020 as part of the teaching license renewal programme for in-service 

teachers based in Aichi Prefecture. Every ten years teachers have to take a number of these 

workshops in order to obtain the requisite credits to keep their teaching license. The main focus 

of my teaching workshop was on material development but, as part of the workshop, the 

participants and I discussed the needs of pre-service and in-service teachers. In addition to the 

online discussion, the teachers also completed a questionnaire on pre-service English teachers’ 

needs. They were asked the same question as my seminar students i.e., “What skills do you 

think pre-service English teachers need to learn before becoming an English teacher?” As with 

the pre-service teachers, five themes emerged from their Zoom comments and the end of course 

questionnaire. Three of the themes ‘English proficiency’, ‘Material and class development’, 

and ‘ITC skills’, overlapped with those of the pre-service teachers, while two additional themes 

‘Exposure to different ways of teaching’ and ‘Educational psychology’ arose (see Table 2). 

 

 



Table 2: In-service English teachers’ comments 

Theme In-service English teachers’ comments 

 

English 

proficiency 

 

“First and foremost, pre-service teachers should be trained to be a 

good English speaker.  They need to be “users” of English.” 

 

Exposure to 

different ways 

of teaching 

 

“Many teachers think mainly about the way of teaching English, but 

students have to learn to use English. Teachers should be their role 

model. Pre-service teachers should be taught the way to be exposed to 

authentic English.” 

 

“I strongly believe a new English teacher should be exposed to various 

kinds of teaching methods and learn them.  Since what we can do or 

teach is what we have experienced or learned.  Most English teachers 

in Japan, including myself, learned grammar-based English.  We have 

to experience other teaching possibilities.” 

 

Material 

development 

 

“I think that they need to learn how to use materials effectively for each 

students’ grades and levels. Besides, they need to learn how to create 

their own classes. They need to get teaching ideas and ways from all 

materials.”  

 

ITC skills 

 

“Students are getting used to digital materials, so teachers should have 

skills to use for their classes.” 

 

Educational 

psychology 

 

“It is important to communicate with the students and understand them 

as a total human. So don’t hesitate to stand sometimes face to face, 

other time side by side. And sometimes just watch them from the 

backward.” 

 

The comments of the in-service English teachers who attended the teaching license workshop 

both support and reflect those of the pre-service teachers. They also provide additional insights 

into the practicalities of being an English teacher in Japan. Obviously, the in-service teachers’ 



comments are shaped by their experience as practicing teachers and (arguably) their own 

command of English. I found the comment “They need to be “users” of English” significant 

as conventional wisdom in Japan used to be that it was enough for teachers to simply be good 

at teaching English (without any regard for their English pronunciation or any consideration of 

them as actual users of English). The remarks by the in-service teachers on the need to be 

exposed to different teaching methods and methodologies is perhaps indicative of the failure 

of their pre-service teacher training. I also found the comments on the importance of pre-service 

English teachers to understand their students as illustrative of a holistic view of teaching 

(something to which I subscribe). This kind of thinking, I would argue, tends to go against the 

grain of the typical focus of many teachers in Japan. The tendency to concentrate too much on 

simply teaching students to pass exams has created a system where students are often seen as 

empty vessels to be filled with facts and figures rather than as complex human beings.  

 

6. Next steps 

The concerns of the pre-service English teachers in this study appear to mirror those of their 

future in-service colleagues. There is a distinct overlap between the themes which arose from 

the data i.e., ‘English proficiency’, ‘Material and class development’, and ‘ITC skills’. These 

are ideal themes to explore in future workshops. As more pre-service and in-service English 

teachers take part in these workshops, it is likely that the workshop topics will expand to cover 

more disparate areas.  

Considering what I and my colleagues can realistically achieve in the short term I have 

identified four immediate steps that can be taken in terms of providing more support for our 

students: (1) Setting up regular one-day workshops for pre-service English teachers at Nanzan 

University. In fact, the first of these workshops will be held in February 2021 with the help of 

Dr. Saori Doi from the University of Hawai‘i at Mānoa; (2) Obtaining funding from JSPS in 



order to expand the workshops to include guest speakers and in-service teachers. I submitted a 

grant application to JSPS in October 2020 and the result will be announced in April 2021. 

However, these grants are highly competitive, and it is likely that I will have to seek other 

sources of funding. If the necessary funding can be secured, I would like to establish online 

collaborative projects with universities inside and outside of Japan. Other funding options are 

also being investigated; (3) Collaboration with my colleagues is definitely a realistic option 

that I can explore, and I have already mooted the idea of teaming up with other professors at 

Nanzan University whose seminars overlap with my own such as seminars on ‘Applied 

Linguistics’ and ‘Communication Skills’; (4) As part of a current JSPS research project 

(Toland, Cripps & Sakamoto, 2019, JSPS No. 19K029986) my colleagues and I are creating a 

professional development network for teachers. Without such support networks it is likely that 

the attrition rate for novice teachers will rise as the demands on teachers increase. 

One feature of my seminar which I plan to continue is encouraging my students to 

research graduation thesis topics that will help arm them with the knowledge that they will 

need when they eventually become English teachers. Fostering individual research on topics 

close to each student’s interest is an important step towards professional development. The list 

below provides some examples of the topics of this year’s graduation theses from my seminar: 

• ‘The challenging teaching situation of English teachers in Japan’ 

• ‘Effective English education: What can English teachers do for students to help 

improve their English skills?’  

• ‘Online teaching in Japan in 2020’ 

• ‘Introducing an English immersion program into Japan’ 

• ‘English language education in Japanese elementary schools; A comparison with 

other Asian countries’ 

• ‘A comparison of education in Japan and Finland: For a better education system in 

Japan for students and teachers’ 



Through the exploration of their thesis topics, I hope that my students will gain some 

understanding of how they can navigate the sometimes stormy (but rewarding) waters of our 

profession.  

 

7. Conclusion 

The issue of providing more support for pre-service English teachers is both topical and vital 

as MEXT pushes reforms in Japan’s English language curriculum under the latest new Course 

of Study revisions. MEXT is trying to improve Japan’s English education system yet it seems 

that teacher training is still tied to outdated practices. To make matters worse, pre-service 

English teachers are not given adequate practical training in the essential skills that they need. 

Support for pre-service and in-service English teachers is essential if a country is serious about 

its English education system. Teachers at elementary schools, junior high schools, and senior 

high schools are coping with an extremely fluid teaching scenario, yet parallel changes in pre-

service and in-service training have yet to emerge. MEXT’s attitude, in the words of one in-

service English teacher, appears to be “Don’t worry about it right now”, but the pre-service 

and in-service English teachers in this study ARE worried and something needs to be done.  

This short paper has provided an insight into the concerns of pre-service English 

teachers at a private university in Japan and the comments from in-service English teachers 

echo their apprehension. Helping pre-service English teachers consider the skills needed for 

the profession that they will eventually join is one of the first steps towards supporting them. 

Offering pre-service English teaching workshops and fostering collaboration with in-service 

English teachers are just two ways that my colleagues and I can help our students. 
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Abstract 
 
The calendar of events scheduled for 2020 was left with much uncertainty due to the 
COVID-19 pandemic, causing many events to be cancelled, postponed indefinitely, or 
switched to a virtual format. This was the case for many conferences, which were 
normally held in-person. The American Society for Horticultural Science (ASHS) Annual 
Conference was one such event that was forced to convert to a virtual format this past 
year due to the pandemic. In a few short months, many ASHS conference participants, 
including coordinators, presenters, competition judges, and moderators, had to adjust to 
the new format of how this past year’s conference was conducted. Here, we share our 
experiences of attending our first-ever national horticulture conference virtually from 
various perspectives and lessons learned from these experiences. The overall format of 
the ASHS Conference had changed dramatically in 2020 as compared to other years. In 
prior years, business meetings were held in conjunction with other conference sessions. 
This year, business meetings were held before the actual conference via Zoom 
conferencing. Secondly, the formatting of competitions and other sessions were quite 
different. In prior years oral and poster sessions were conducted in-person, 
simultaneously, and in conjunction with other conference sessions. This year, oral and 
poster presenters submitted their presentations ahead of time for other attendees and 
judges to view, with time allotted for synchronous Q&A sessions via Zoom during the 
virtual conference. The added advantage was because presentations were pre-recorded, 
conference attendees could post questions for presenters ahead of time to be answered 
during the live Q&A sessions. Regarding judging of student oral and poster competitions, 
we could view the presentations and posters on our own time. Even moderating sessions 
virtually was filled with mixed emotions. In the weeks leading up to the conference, some 
of us less-advanced users of the Zoom meeting platform volunteered and challenged 
ourselves to learn quickly how to become Zoom session moderators for the live Q&A 
sessions. Although preparations were stressful upfront, we feel it was worth the effort as 
it allowed sessions to flow seamlessly. The biggest drawback to this new format of 
virtual conferencing and pre-conference business meetings was the need to acclimate to 
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time differences during which business meetings and live sessions were held. Since we 
were in Hawaii and the conference was operating on Eastern Daylight Time, there was a 
six-hour difference between Hawaii and Florida of which we needed to be mindful. Thus, 
since the conference morning sessions started at 8:00 AM EDT, we in Hawaii would join 
the conference virtually at 2:00 AM HST to catch certain live Q&A sessions. Pre-
conference business meetings sometimes required us in Hawaii to wake early, too. As a 
minor note, it was sometimes difficult to maintain our attention during the virtual 
workshops, which sometimes ran for two hours. Given our experiences from this past 
year’s conference, we are now poised to make better recommendations to improve future 
iterations of the ASHS virtual conference. In closing, COVID has changed the way we 
conduct business as usual, but it has forced us to tap into our ingenuity and adapt to this 
new way of life online. 
 
 
Additional index words. online meeting, face-to-face, in person, distance education, 
COVID-19 
 
 
Introduction 
 
The calendar of scientific events scheduled for 2020 was left with much uncertainty due 
to the COVID-19 pandemic, causing many events to be cancelled, postponed indefinitely, 
or switched to a virtual format (Achakulvisut et al., 2020; Speirs, 2020). This was the 
case with many scientific conferences that were normally held in-person (Ferrer and 
Caroll, 2020; Houston, 2020). The American Society for Horticultural Science (ASHS) 
Annual Conference was scheduled to be held in-person in Orlando, FL on August 9-13, 
2020, but was forced to convert to a virtual format due to the pandemic (ASHS, 2020). 
 
With the health and safety of its members and their families of critical importance, ASHS 
monitored the COVID-19 pandemic in the months preceding the conference ascertaining 
its possible impact on an in-person conference. Due to current Florida state restrictions 
and the Centers for Disease Control and Prevention (CDC) guidelines, the ASHS Board 
of Directors decided to change the 2020 ASHS Annual Conference from an in-
person format to a virtual format (ASHS, 2020). 
 
The objective of this paper is to share our experiences of attending our first-ever national 
horticulture conference virtually from various perspectives and the lessons learned from 
these experiences. 
 
 
Virtual ASHS Conference 
 
Since its inception in 1903, ASHS conferences have been in-person. However, the 2020 
ASHS Conference was changed to a virtual format in June, 2020. ASHS conference 
attendees, including coordinators, presenters, moderators, and student competition 
judges, had to adjust to the new format of how this past year’s conference was conducted. 



Conference registration enabled attendees access to the conference program and the 
Zoom links to all pre-recorded sessions, E-posters, and live sessions that were listed in 
the online program (ASHS, 2020). Each session had its unique Zoom link that enabled 
attendees to join the session 20 minutes before the session started. Other conferences 
have had recordings that were accessible to conference attendees only (Houston, 2020). 
Live conference talks have been recorded so people could listen to them again at any time 
(Roos et al., 2020). 
 
Advantages. Although this was the first virtual ASHS Conference, experiencing it 
showed unexpected advantages of virtual conferences. The typical $2,000-2,500 cost of 
attending an ASHS Conference was greatly reduced because no airfare and hotel costs. 
Other conferences have had estimated costs of attendance reduced by 75–90% compared 
with in-person attendance due to elimination of travel and lodging costs (Fulcher et al., 
2020). 
 
The online conference format offers greater accessibility to junior scientists and graduate 
students who may not be able to attend in-person conferences due to financial difficulties 
or travel restrictions (Houston, 2020; Jarvis et al., 2020; Salomon and Feldman, 2020). 
Surprisingly, only five people from our department attended the 2020 ASHS Conference, 
including one graduate student. Although virtual conferences can help reduce the carbon 
footprint of conferences, being from Hawaii we have not considered this because 
Hawaii’s location necessitates air travel to all national and international conferences. 
Virtual conferences also minimizing disruption to professional and personal lives of 
attendees by eliminating travel, jetlag, and time away from families (Jarvis et al, 2020; 
Salomon and Feldman, 2020). Again, this has not been a problem since attending 
conferences is part of research and professional development, and I have looked forward 
to it since 1980, my first ASHS Conference.  
 
Their survey found 97% of respondents would participate in another virtual meeting, 
suggesting that the scientific community is ready to embrace this new form of attendance 
(Fulcher et al, 2020). Given a choice, I would choose to attend an ASHS Conference in-
person. Comparing face-to-face and virtual conferences, Sa et al. (2019) concluded that 
there is a gap between these two conference formats, where hybrids are possible. The 
2021 ASHS Conference in Denver, CO will be a hybrid conference, offering in-person 
and virtual attendance (ASHS, 2020). 
 
Disadvantages. Networking during coffee breaks, social events, or banquets was difficult 
to replicate online at virtual conferences (Achakulvisut et al., 2020; Fulcher et al., 2020) 
as was seen at the 2020 ASHS Conference (Figures 1, 2). While virtual meetings strive 
to duplicate the experience and value of in-person meetings, they will never fully 
substitute for the vibrancy and inspiration of in-person events (Ferrer and Carroll, 2020; 
Jarvis et al., 2020). There is no opportunity to gather socially and network, which, as 
previously noted, is key in career development as well as in fostering collaborative work 
(Sarini et al., 2020). 
 



There are fewer face-to-face and discussions that may occur at meals, poster sessions, 
etc., which often facilitate collaborations or allow for early inputs of unpublished work 
(Houston, 2020; Speirs, 2020). Face-to-face interactions help build lasting relationships 
and can lead to collaborations (Ferrer and Carroll, 2020; Jarvis et al., 2020). One of the 
greatest challenges with the online format is creating opportunities for informal contact 
and networking, as well as scientific discussions outside the appointed discussion 
moments (Roos et al., 2020; Salomon and Feldman, 2020). In this new virtual conference 
space, we no longer have the pleasure of running into our peers in between sessions and 
discussing recent presentations to debate their utility in practice (Ferrer and Carroll, 
2020). 
 
 
Zoom Format 
 
Internet. At previous ASHS conferences, oral and poster sessions were conducted in-
person and concurrent with other conference sessions. This year, oral and poster 
presenters submitted their pre-recorded presentations ahead of time for the other 
attendees and judges to view with time for synchronous Q&A sessions via Zoom during 
the virtual conference. This online format had its technical difficulties. A virtual 
conference is at the mercy of the quality of an Internet connection, leading to inevitable 
feelings of frustration if the connection is unstable (Roos et al., 2020). Use of the Internet 
is subject to a reliable, high-speed network being present and functional (Sarini et al., 
2020). In the poster session that I moderated, one of the presenters lost Internet 
connection for part of his two poster presentations. 
 
Meeting format. Attendees had access to the conference program and the Zoom link to all 
sessions. The links to pre-recorded sessions, E-posters, and live sessions were posted in 
the conference program. Each session had a unique Zoom link which presenters and 
attendees could join about 20 minutes before the session began. Attendees logged in to 
participate in the conference and use the conference program's full range of 
functionalities. Virtual conferences have the potential to increase the accessibility of new 
information for a broader audience (Ferrer and Carroll, 2020). At the virtual ASHS 
Conference, there were 888 attendees, about 100 less than the previous year’s in-person 
conference in Las Vegas, NV. 
 
Learning Zoom. In the weeks leading up to the conference, some of us less-advanced 
users of the Zoom meeting platform volunteered and challenged ourselves to learn 
quickly how to become Zoom session moderators for the live Q&A sessions. Although 
preparations were stressful upfront, we feel it was worth the effort as it allowed sessions 
to flow seamlessly. I contacted distance education people in our college’s (CTAHR) to 
learn about the finer points of Zoom. In addition, in Spring 2020, the University of 
Hawaii went to all online courses, which forced us to learn Zoom to conduct our classes. 
The University of Hawaii Center for Teaching Excellence workshops on Zoom and 
watching YouTube video on Zoom were also helpful. 
 



Time differences. The biggest drawback to this new format of virtual conferencing and 
pre-conference business meetings was the need to acclimate to time differences during 
which business meetings and live sessions were held. Since we were in Hawaii and the 
conference was operating on Eastern Daylight Time, there was a six-hour difference 
between Hawaii and Florida of which we needed to be mindful. Thus, since the 
conference morning sessions started at 8:00 AM EDT, we in Hawaii would join the 
conference virtually at 2:00 AM HST to catch certain live Q&A sessions. Time zone 
differences also prevented scientists in distant time zones from participating fully in 
virtual conferences (Fulcher et al., 2020). You can listen to sessions live, but if you miss 
a presentation, you can also listen to them later on, as all talks are pre-recorded (Ferrer 
and Carroll, 2020; Houston, 2020). 
 
 
Session Moderators 
 
Prior to the conference, some of us with little experience with the Zoom meeting platform 
volunteered to be session moderators and challenged ourselves to quickly learn how to 
become Zoom moderators for the live Q&A sessions. Even virtually moderating sessions 
was filled with mixed emotions. Although preparations were stressful upfront, we feel it 
was worth the effort as it allowed sessions to go smoothly. As session moderators, we 
kept the session on time and checked for live questions and any questions in chat area 
(Figure 3). The chat window that appears alongside the talk was found to be significant 
for discussion (Achakulvisut et al., 2020; Roos et al., 2020). The virtual environment 
allowed moderators to better control the flow of discussion and questions from the 
audience (Ferrer and Carroll, 2020). 
 
 
Special Sessions 
 
Special sessions were presented live. If a speaker was not available to present live, they 
could pre-record their talk. The moderator played this recording during the live session 
(Figure 4). Some sessions at other conferences have been hybrids of live delivery and 
pre-recorded presentations (Speirs, 2020). 
 
As a minor note, it was sometimes difficult to maintain our attention during the virtual 
special sessions, which sometimes ran for two hours, particularly if they started at 2:00 
am HST due to the time difference. Regarding conference tours, travelling to an in-
person conference offers the possibility for learning about new places and cultures. Ideas 
pop up for virtual tourism for participants, but cannot fully replace a ‘real’ sightseeing 
experience (Roos et al., 2020). In-person ASHS conferences typically have several 
prepaid horticultural tours. This was not possible at the 2020 ASHS Conference, which 
instead held two free virtual tours (Figure 5) (ASHS, 2020). 
 
 



Oral and Poster Presentations 
 
At past ASHS conferences, oral and poster sessions were conducted in-person, often 
simultaneously and in conjunction with other conference sessions. This year, oral and 
poster presenters submitted their pre-recorded presentations ahead of time for the other 
attendees and judges to view with time allotted for synchronous Q&A sessions via Zoom 
during the conference (Figure 6). An advantage was because presentations were pre-
recorded, conference attendees could post questions for presenters ahead of time to be 
answered during the live Q&A sessions. This helped alleviate the problem at in-person 
conferences of questions being typically asked on a first-come, first-served basis, or 
worse, by the loudest voices (Achakulvisut et al., 2020). Usually, at meetings, a few 
people dominate the Q&A session. Online, everybody has a voice (Houston, 2020). The 
virtual world has enabled us to break this apart and allow new, emerging experts to stand 
up to the microphone—or chat room, as is often the case—to ask questions (Ferrer and 
Carroll, 2020). 
 
Oral presentations. Oral presenters pre-recorded their talks, which were available for 
viewing before and during the conference. Attendees could also listen to them during the 
scheduled time of the session and then attend the live Question and Answer period. All 
session speakers were required to attend the live Q&A period at the end of their session 
to answer questions (Figure 7). Attendees could either attend these live events or type in 
their questions ahead of time. The session moderator facilitated a discussion. Speakers 
sometimes express that despite the questions asked after the conference, they are 
sometimes left with little feeling for how well the talk was received. Giving a virtual 
lecture is a very different experience than giving a lecture with a live audience (Roos et 
al., 2020). 
 
Poster presentations. All poster presenters created E-posters with oral and video 
attachments. Poster presenters were required to attend a live Question & Answer period 
during their session to answer questions (Figure 8). Questions could be submitted before 
and during the poster session. E-posters have been used in recent in-person ASHS 
conferences, and having E-posters at the virtual conference was a good idea in contrast to 
other online conferences having no posters but rather short talks (Achakulvisut et al., 
2020). The Q&A session was a plus as virtual poster sessions without one are not the 
same; with no one around to talk you through the work, the interactive nature is lost 
(Speirs, 2020). 
 
 
Business Meetings 
 
In prior years, ASHS committees and professional interest groups business meetings were 
held in conjunction with other conference sessions. With so many business meetings, it 
was impossible to attend all of the ones you wanted. This year, business meetings were 
held before the actual conference via Zoom, which made it possible to attend most of our 
committees and interest groups business meetings. 
 



Again, the biggest drawback to this new format of pre-conference business meetings was 
the need to acclimate to time differences during which business meetings were held. 
Since we were in Hawaii and the conference was operating on Eastern Daylight Time, 
there was a six-hour difference between Hawaii and Florida of which we needed to be 
mindful. Pre-conference business meetings sometimes required us in Hawaii to wake 
early, too. Time differences may hinder participation from geographically remote areas 
(Salomon and Feldman, 2020). 
 
 
Judging Student Competitions 
 
The format of virtual student competitions was quite different from past ASHS 
conferences. For previous oral competitions, judges sat in the audience and filled out 
judging forms. For poster competitions, judges interviewed students standing by their 
posters and filled out judging forms. At the ASHS Virtual Conference, I judged the 
ASHS Growth Chambers and Controlled Environments Professional Group Oral 
Competition for Graduate Students, the Undergraduate Poster Competition, and the 
Graduate Student Poster Competition. We viewed the pre-recorded oral presentations and 
posters on our own time. 
 
For the poster competitions, we judged E-posters online, which had oral and video 
attachments. Student presenters were required to attend a live Question & Answer period 
during their session to answer questions from the audience and the judges, and questions 
that had been previously submitted. 
 
Oral presenters had pre-recorded their talks. All student speakers were required to attend 
the live Question and Answer period during their session to answer questions. During the 
live Q&A, the student presenters answered all text questions that had been submitted and 
live questions from the audience and judges. At other conferences, the Twitter discussion 
allowed asynchronous questions and answers, which benefitted attendees from different 
time zones (Houston, 2020). 
 
 
Conclusions 
 
Given our experiences from this past year’s conference, we are now poised to make 
better recommendations to improve future iterations of the ASHS virtual conference. 
COVID has changed the way we conduct business as usual, but it has forced us to tap 
into our ingenuity and adapt to this new way of life online. 
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Figure 1. At the end of the first day’s program (ASHS, 2020), approximately 20 different 
universities and schools held virtual social hours to discuss their department, programs, 
and answer live questions from prospective students. The TPSS Dept. included current 
faculty and a graduate student to share their programs and experiences. 
 

 
 
 
Figure 2. At the TPSS Dept. social hour (ASHS, 2020), in which we talked about our 
department and programs, two alumni shared their personal experiences. 
 

 
  



Figure 3. Session moderators for special sessions made sure the session flowed smoothly 
and checked for text questions in the chat box and live questions from the audience. 
 

 
 
 
Figure 4. Special sessions, such as workshops, included live presentations and pre-
recorded presentations in case a speaker could not attend the conference or give a live 
presentation. 
 

 
  



Figure 5. In-person ASHS conferences typically have several prepaid horticultural tours. 
This was not possible at the 2020 ASHS Conference, which instead held two free virtual 
tours (ASHS, 2020). 
 

 
 
 
Figure 6. Session moderators were used for poster sessions, similarly checking for text 
questions in the chat box and live questions from the audience. 
 

 
  



 
Figure 7. Oral presentations were pre-recorded with a live Questions and Answer period 
in which presenters answered live questions from the audience or pre-typed text 
questions. 
 

 
 
 
Figure 8. e-Posters were pre-recorded and include audio or video attachments. During e-
Poster sessions, presenters were available during the Questions & Answer period to 
answer live questions from the audience or pre-typed text questions. 
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The Portrayal of Older Adults: A Review of Empirical Studies in Adult Education 

 Quarterly from 1980-2019  
 

Abstract: Our study aims to understand how older adults were portrayed in Adult 
Education Quarterly (AEQ), the premier journal in the field of adult education. We 
analyzed 14 empirical articles concerning older adults in AEQ from 1980-2019 using a 
critical framework. Themes uncovered include: (1) older adults are capable, motivated 
and active learners; (2) life context drives learning; (3) learners’ demographic 
characteristics are mentioned but not critically analyzed, (4) learners are social, 
emotional, and generative individuals and this influences their learning. Based on these 
findings, we suggested areas of future research.  
 
The world population is aging and becoming better educated. The number of individuals 

over age 65 worldwide is expected to double “from 46 million today to 98 million by 2060” 
(Mather et al., 2015, pp. 2-3). For instance, the percentage of individuals over age 65 in the 
United States in 1970 was 9.81%, and in 2018 it grew to 16.03%. In Korea, the rate also rose 
from 3.08% in 1970 to 14.29% in 2018 (OECD, 2020a). The percentage of individuals with 
tertiary education continues to increase (OECD, 2020b). Better educated adults tend to 
participate in adult education activities (Merriam et al., 2020). However, how are older adults 
portrayed in the adult education literature?  

Chen et al. (2008) investigated this question. They reviewed 93 empirical and non-
empirical articles written between 1980-2006 (26 empirical) in five peer-reviewed journals 
(Adult Learning, Adult Education Quarterly (AEQ), International Journal of Lifelong Education, 
Adults Learning, and the Canadian Journal for the Study of Adult Education). They found that 
(1) older adults were viewed “as a homogenous group” regarding various positionalities, 
including age, race, gender, class, and ethnicity (p. 9). (2) Scholars did not discuss physical and 
cognitive limitations, and older adults were “seen as capable and motivated learners” (p. 9), and 
(3) educational programs they engaged in were “driven by the life context of older adulthood” (p. 
3). The authors correctly predicted that there would be more empirical articles about older 
adults.  

Given the rise in empirical articles concerning older adults in the past 15 years in the 
adult education journals, the purpose of this article is to review and critique the portrayal of 
older adults by examining empirical articles in AEQ from 1980-2019 to understand the portrayal 
of older adults over 40 years. AEQ is a premier journal in the field of adult education since its 
inception in 1950. The journal’s mission and article focus have evolved from reports about adult 
education activities to its focus on empirical articles. Its current mission statement says that the 
journal “aims to stimulate a problem-oriented, critical approach to research and practice, with an 
increasing emphasis on interdisciplinary and international perspectives” (AEQ, 2020). This 
article is part of a more extensive literature review on the portrayal of older adults in the adult 
education literature empirically studied.  

 
Older Adult Learners and Adult Education 

Howard McClusky served on the “White House Conference on Aging” (Prof Howard 
McClusky, 82, paragraph 3). McClusky (1971) delineated the long-range goals for older people, 
which included helping them fulfill their potential, develop their abilities, meet older individuals’ 
educational needs and deliver “educational programs to ‘hidden populations’  who were “isolated 
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from the mainstream of community services” (p. 13). Older people should “serve as models of 
lifelong fulfillment for emulation and for the guidance of oncoming generations” (p. 13). 
McClusky states, “Age per se is no barrier to learning. Indeed, a good case can be made for the 
fact that we can not only teach an old dog new tricks, but there are probably some tricks that an 
old dog can learn better” (p. 15). (italics in the original).   

Chen et al. (2008) noted the plethora of descriptive research on older adult learning and 
called for “a more critical approach” (p. 5). Critical geragogy’s core concepts are closer to 
the liberatory agenda based on the Freirean strategies of “authentic dialogue” and  “problem-
posing” (Formosa, 2012, pp. 40-41). Critical geragogy has been used in studies concerning 
foreign language learning (Gomez, 2016) and facilitates older adults’ community music 
opportunities (Creech & Hallam, 2015). We utilize a critical approach in this analysis.  
   

 Method  
We conducted a literature search using the databases EBSCOhost, ProQuest, and a direct 

search of AEQ issues from 2007-2019. We searched key terms indicating an older population, 
such as “older adult,” “older adults,” “elder,” “third age, “late life,” “senior,” or “older people.” 
The initial search yielded 34 publications. The types of articles that appeared included research 
articles, book reviews, and review articles. We excluded book reviews and only included 
empirical articles comprised of one study (not reports of multiple studies). All articles  had a 
methodology section. We added the six empirical articles from Chen et al.’s (2008) study and 
analyzed 14 articles from AEQ.  

We utilized a Word document and Google Forms to organize our data. We then 
conducted a qualitative content analysis to examine the article like Chen et al.’s (2006) method. 
We used an indicative process where we compared themes within and across 14 articles (Strauss 
et al., 1990). This question guided our investigation:  How are older adults portrayed? 

 
Findings: The Portrayal of Older Adults 

The empirical articles in AEQ reflect the increasing influence of globalization. Countries 
represented included: Korea (1), Malaysia, (1), Taiwan (1), Spain, (1), Ireland (1), and the 
United States (9). All but one of the studies outside of the United States was published between 
2010 and 2019. Three studies were published in the 1980s, one in the 1990s, two between 2000 
and 2009, while eight were published between 2010 and 2019.  The methodology used included 
seven qualitative studies, two mixed-method studies, and five quantitative studies. The general 
subjects of these articles included: computer learning (Kim et al., 2010;  Lin et al., 2012), 
transformative learning in bereavement (Moon, 2011), cultural values and learning (Merriam et 
al., 2000), self-directed learning (SDL) of older adults (Robertson et al., 2005), learning through 
political participation (Serrat et al.,2016), older men as learners in Irish men’s sheds (Carragher 
et al., 2015),  learning and participation in lifelong learning institutes (Talmadge et al., 2015; 
Talmadge et al., 2019), developmental change among older adults (Fisher, 1993), older adult 
participation in educational activities. (Fisher, 1986), literacy behaviors (Heisel et al., 1984), and 
incidental learning (Stokes et al., 1988), older adults’ motivations for participating in formal 
volunteer activities in urban communities (Yamashita et al., 2017).  

Studies were grounded in the following literature: situated learning (Kim et al., 
2010), transformative learning (Moon, 2011), self-directed learning (Merriam et al., 2000), 
cultural values and learning (Merriam et al., 2000), the impact of social support on learning (Lin 
et al., 2012), civic participation and learning  (Serrat et al., 2016), informal and nonformal 
learning (Carragher et al., 2015), learning in the Third Age (Talmadge et al., 2015; Talmadge et 
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al., 2019), older adult development theories (Fisher, 1993), participation in educational activities 
and life satisfaction literature (Fisher, 1986), literacy behavior (Heisel et al., 1984) incidental 
learning (Stokes et al., 1988), motivations and predictors for volunteering and socioemotional 
selectivity theory (Yamashita et al., 2017).  

We found several themes regarding how older adults are portrayed: (1) Older 
adults are capable, motivated, and active learners; (2) Life context drives 
learning; (3) Learners’ demographics are mentioned but not critically analyzed; (4) Learners are 
social, emotional, and generative beings and these factors affect their learning.   
 
Older Adults are Capable, Motivated, and Active Learners  

Most studies portrayed learners as capable, motivated, and active (Carragher et al., 2015; 
Fisher, 1986;1993; Lin et al., 2012;  Moon, 2011; Roberson et al., 2005; Merriam & et al., 2000; 
Serrat et al., 2016; Stokes et al., 1988; Talmadge et al.,  2015; 2019; Yamashita et al., 2017). 
Roberson et al. (2005) investigated the self-directed learning of older adults between ages 75 and 
87. Learners devoted “systematic attention” to an activity (p. 275), accessed resources, and 
adjusted.  Merriam and Mohamad (2000) examined how culture shaped learning and found older 
adults interested in learning various activities, including new songs, new recipes, how to fly an 
airplane, and new farming techniques. These activities take time, energy, and 
motivation. Serrat et al.’s (2016) study concerned learning through participation in political 
organizations. Researchers found that individuals age 65 and over actively engaged in three types 
of political organizations (neighborhood, political parties and trade unions, and single-issue 
organizations). They learned social skills and engaged in instrumental learning that included “an 
enhanced ability to work with other people, acquire practical and technical skills, and improve 
communication skills and confidence” (p. 178). Talmage et al.’s (2015) article explored which 
types of course learners at an OLLI center enrolled. They found individuals interested in 
“microsocial issues and global and international issues” (p. 244) as well as religion and 
philosophy.   

 Researchers explicitly mentioned health status in several articles. Yamashita et al. (2017) 
reported non-volunteer and volunteer demographics of Osher Lifelong Learning Institute (OLLI) 
members, and 95.46% of those who said they were volunteers reported their health as good, very 
good, or excellent, with only 4.16% reporting their health condition as “fair.”  Roughly 92% of 
non-volunteers stated they were in good, very good, or excellent health. Merriam et al. (2000) 
reported that 17 of 19 of their participants reported their health as “good.”  Almost 98% of Serrat 
et al. (2016) participants reported their health status as “regular” or “good” with only 2.1% 
saying it was bad. Four authors mentioned the physical or cognitive challenges involved in 
aging.  Kim et al. (2010) studied Korean older adults learning computers and mentioned how 
sight, hearing, and cognition might affect learning.  The authors noted, “Because using 
computers in old age is assumed to be a very challenging task, learning computer skills seemed 
to have a more symbolic meaning of interviewees’ mental abilities. The interviewees’ positive 
self-judgment of mental abilities resulted in an optimistic assessment of their general self-worth” 
(p. 449).  Fisher’s (1993) study describes the developmental change in older adulthood. His 
participants indicated declines in “physical capabilities” (p. 82) and activity changes due to 
physical limitations later in life. In a study concerning the reading behavior of Black elderly, 
participants discuss poor eyesight as a reason they read less.  Stokes et al. (1988) discussed the 
“inverse relationship between age and retention” of a television program’s details in their work 
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on incidental TV viewing. Heisel et al. (1984) cited a reason for reading decline among the Black 
elderly was related to poor eyesight.  
 
Life Context Drives Learning  

Malcolm Knowles stated that as individuals traversed from subject-centered to problem-
centered learning (Knowles, 1984). In short, life context drives learning. In Kim and Merriam’s 
(2010) article, participants took computer classes to be more in touch with current society while 
others could communicate better with their children. Knowles (1984) stated that developmental 
tasks propel adults’ readiness to learn. In Moon’s (2011) article concerning the transformative 
learning of bereaved elders, older adults generally experience “a greater accumulation of death 
events than younger adults” (p. 23). Moon wanted to see meaning changes in adults “where 
bereavement is seen as both a developmental issue/task and a disorienting/catalytic element” (p. 
24).   

Similarly, late-life transitions provided incentives for learning “adjusting to time and/or 
retirement, changes in one’s family, and loss—both social and physical” (Roberson et al., 
2005, p. 276). Participants wanted to learn more about religions, nutrition, computers, and 
natural foods to maintain a “healthier body” (p. 277). Merriam and Mohamad 
(2000) researched the effect of culture on learning and found individuals’ life circumstances 
precipitated their understanding. Participants’ learning was work and leisure 
related.  Amy learned how to teach an exercise class, and Jafar learned new farming 
techniques. Lin et al.’s (2012) participants wanted to learn how to use computers to “[support] 
their organizations and [empower] themselves as more capable ICT users” (p. 
73). In  Carragher and Golding’s (2015) study, men participated in Men’s Shed activities for the 
social connection as “Many respondents had recently experienced major life events, including a 
significant loss (24%), a financial crisis (23%), unemployment (41%), and depression (23%)” (p. 
159). They wanted to learn new skills in a friendly, informal environment. The aging process 
provided the opportunity to cope with physical losses and seek new opportunities to learn new 
things (Fisher, 1993).  

 
Learners Demographics Mentioned but Not Critically Analyzed  

Unlike Chen et al., (2008) literature review, where age was rarely mentioned in the 
literature reviewed, for the most part, some of the older adult learners’ demographics were 
mentioned but not critiqued using a critical lens. 
 
Age   

Although most articles mentioned subjects or participants’ ages, or 
age ranges, researchers did not include a clear rationale for the minimum age of 
participants included in their research.  For example, Merriam and Kim (2010) selected a senior 
center convenient to interview individuals in intermediate computer courses. They observed one 
computer course where participants range in age from 59 to 78 years old. Several researchers 
mentioned that age 65 was a minimum age for their studies but gave no rationale for that 
minimum age (Moon, 2011; Serrat et al., 2016). Carragher and Golding’s (2015) study 
concerning learning in Irish Men’s Sheds indicated that of the 455 respondents, 71% were age 50 
or older. Robertson and Merriam (2005) studied self-directed learning in older, rural adults. They 
chose 70 years as a minimum age for participation.  Several studies examined programs for older 
adult learners at Osher Lifelong Learning Institutes (OLLIs) (Talmadge et al., 2015; 2019; 
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Yamashita et al., 2017). Typically, OLLI programs are open to individuals age 50 and over, 
although no rationale for that age is provided in the articles. Some researchers typically chose a 
minimum age from 50-60 years old with no explicit explanation of why this age was determined 
(Fisher, 1986;1993; Heisel et al., 1984; Stokes et al., 1988).  

Two studies that discussed culture explicitly discussed age. One study provided a 
rationale for its minimum age requirement. In research concerning how cultural values shape 
learning in Malaysia, the authors stated, “The minimum age of 60 was set as a criterion for 
inclusion in the sample for several reasons. The first retirement age for civil servants in Malaysia 
is 55. Second, life expectancy is 72 for women, and 69 for men, somewhat lower than that of 
Western industrial nations” (Merriam et al., 2000, p. 50). Kim et al. (2010) explicitly noted that 
Korea’s cultural norms meant that an “age hierarchy” existed and affected classroom 
interactions. Individuals felt uncomfortable talking with students who were older than they were.  

 
Race 

Participants’ race, ethnicity, or nationality was mentioned in most studies (Carragher et 
al., 2015; Fisher, 1993; Kim et al., 2010; Lin et al., 2012; Merriam et al., 2000; Moon, 2011; 
Roberson et al., 2005; Serrat et al., 2016; Yamashita et al., 2017). Researchers studying data 
provided by the OLLI institute did not include race in their reported results (Talmage et al., 
2015) or indicated that only 5.25% of respondents were people of color, so this demographic 
“was excluded for comparative analyses because of low sample size” (Talmage et al., 2019, p. 
188). Stokes et al. (1988) discussed incidental learning in older adults who did not mention race, 
nor did Fisher’s (1986) discussion of older adults’ participation in educational activities.  

Although authors’ discussed how culture influences learning, such as the case with 
Korean women (Kim et al., 2010) and individuals in Malaysia (Merriam et al., 2000), articles did 
not critically examine the effect of race on older adult learning and development. Studies based 
in the United States that mentioned race included more White participants than people of color, 
except for Heisel’s (1984) study on “the reading behavior of Black elderly” (p. 63). Roberson et 
al. (2005) interviewed 3 Blacks and 7 Whites. Moon (2011) had 8 Whites and 1 African 
American participant. White women attended OLLI Institutes, as almost 91% of Yamashita et 
al.’s (2017) participants were White. Fisher (1993) reported that 95% of his sample identified as 
White, and there were no differences detected between interviews of Black and White 
participants. 

  
Gender 

Researchers reported participants’ gender for most studies. In qualitative studies, 
researchers reported the number of men and women.  For example, Kim et al., 2010 (4 men and 
six women), Moon, 2011 (8 White women, and 1 White man), Merriam et al.,  (2000) (12 men 
and seven women), Roberson and Merriam (2005), (5 women and five men)  Carragher et al., 
(2015) (297 surveys from male respondents in Irish men’s sheds), Lin et al.,  (2012) 
(28 Taiwanese women), Heisel et al., (1984) 88 Black women and 44 Black men. In larger 
qualitative and quantitative studies, percentages were reported. Talmadge et al., (2019) (67.86% 
women; 31.84% men). In Serrat et al.’s (2016) study, the percentage varied across institutions 
surveyed. Fisher (1993) reported that 70% of the population were women. Yamashita et al. 
(2017) said 71% of participants were women.  Several studies did not mention gender (Fisher, 
1986; Stokes et al., 1988; Talmadge et al., 2015).  

Although scholars tracked participants’ gender, a critical lens was not used to frame 
experiences. In some studies, scholars noted gender differences vis-à-vis the sociocultural 
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context. For example, women reported more “instrumental learnings such as computer or public 
speaking skills” [than men](p. 183). The authors stated, “ This may reflect gender differences, 
particularly in Spain, where older women have had fewer professional and civic opportunities 
during their working lives, whereas older men are more likely to have been able to learn these 
skills earlier in life”(p. 183). Carragher et al., (2015) reveal that learning in Men’s Sheds allows 
men, who “have limited experiences and history of socializing in community groups” a place to 
socialize (p. 163). The authors believe that gender-matched peer groups allow for easier peer 
bonding” (p. 163). Men feel freer to discuss their health concerns amongst other men (Carragher 
et al., 2015).  

In summary, both genders were represented in most studies. Single-gender studies were 
described in some studies, including Taiwanese women learning computers (Lin et al., 2010), 
Irish men learning in Irish men’s sheds (Carragher et al., 2015). In studies that included both 
men and women,  it was more likely there are more women surveyed than men. Studies generally 
did not use a critical lens to examine older individuals’ experiences.  

 
Education    

Several studies reported participants’ education levels. Merriam and Mohamad 
(2010) recorded participants’ education levels ranging from no formal education to 
Ph.D.  Carragher et al.’s (2015) Irish men shed participants had education levels ranging from 
primary school education to 45% having technical or vocational qualifications (which compares 
to 12.7% of Ireland’s population). Roberson and Merriam’s (2005) participants ranged in age 
from fifth grade to a master’s degree. Serrat et al. (2016) reported education levels of those 
involved in political participation with an average of 37.5% achieving primary school or less. 
32.8% have a secondary school education, and 29.7% possessing a University education. 
Although participation in adult education activities was correlated with education, participants’ 
educational attainment levels were not included in the article (Fisher, 1986). Similarly, the recall 
of television program details was higher for those who were more educated, but each 
participant’s educational levels were not explicitly stated in the article (Stokes et al., 1988).  

Studies concerning OLLI, which recorded education levels, had highly educated 
participants.  Talmadge et al.’s (2019) OLLI participants were highly educated. Eleven percent 
had a grade school or some high school education, 2.11% had a GED or High School degree, 
5.66% had an associate’s degree or higher, 28.68% had a bachelor’s degree or equivalent. 
42.07% possessed a master’s degree or equivalent, and 17.21% obtained a doctoral degree or 
higher. Fisher (1993) mentioned that the mean educational level of participants was 12th grade. 
Yamashita et al. (2017) indicated that the average amount of education participants had “was 
more than 16 years” (p. 127). No education level was reported for the following studies (Kim & 
Merriam, 2010; Heisel et al., 1984;  Lin et al., 2012; Moon, 2011; Talmadge, 2015)  

In summary, most articles concerning learning organizations have White, highly educated 
people.  Other articles had diverse ages represented for the most part. There is no critical analysis 
of this demographic. 

 
Occupation/Work Status 

Several articles mentioned participants’ occupations. Perhaps this is of less interest to 
researchers since individuals over age 65 tend to be retired from full-time working life or do not 
work for pay outside the home. Articles that mentioned whether an individual’s employment 
status included Merriam et al.’s (2000) article concerning how cultural values shape learning in 
older adulthood where participants’ previous work experience is listed, such as an educator, 
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farmer, housewife, teacher, military, or barber. Carragher et al.’s (2015) study concerned 
learning in Irish Men’s Sheds with the authors reporting, “just 15% employed in the workforce” 
(p. 158). Fisher (1993) noted that most participants had been employed before 
retirement.  Yamashita et al. (2017) stated mentioned employment rates of volunteers and non-
volunteers.  

 
Class/Income 

Few studies explicitly asked about class or participants’ income. Perhaps because OLLI 
studies’ participants tended to be highly educated, it may be more likely that many of the 
participants are middle class or higher (Talmadge et al., 2015; 2019; Yamashita et al., 2017). 
There was no mention of class or income in studies concerning older adults’ transformation 
during bereavement (Moon, 2011); learning through political organizations (Serrat et al., 2016); 
Only a couple of studies mention class explicitly. Lin states that his participants were middle-
class women. Socio-economic status was part of Fisher’s (1986) participation study. Fisher’s 
(1993) study on his framework for describing the developmental change in older adults says, 
“The proportion of persons employed in nonprofessional occupations may result in “blue-collar” 
orientation;” (p. 79).  Stokes et al. (1988) mention individuals’ “divergent” income (p. 92).  
 
Geographic location/culture 

A few studies explicitly examined how culture and place influenced learning. Roberson 
and Merriam (2005) noted that participants saw their self-directed learning in a rural setting as 
positive. They mentioned, “the quiet, simple atmosphere, nature, and people” (p. 281). They felt 
they had access to everything in the community. However, respondents noted lacking resources 
and feeling lonely.  Kim and Merriam (2010) explained how culture affected older 
adults’ learning experiences in a computer class. Respect for elders, the teacher as the authority 
figure, and saving face affected learning interactions. Individuals asked others in their age peer 
group for help rather than asking learners older or younger than themselves.  Scholars mentioned 
the location of the study, such as Milwaukee, WI (Fisher, 1986), Newark, NJ (Heisel et al., 
1984), and Carrabelle, Florida (Stokes et al., 1988). However, they did not comment on how 
location affected study results.   

Merriam et al.’s (2000) Malaysian participants did not have access to learning institutes 
for older adults because learning in later life was not socially acceptable. Second, cultural values 
affect the types of things learned. The group is more important than the individual, and learning 
is highly social. Learning is social and a way of giving back. Learning is more 
philosophically oriented, and the country has Muslims, Christians,  Buddhists, Taoists, and other 
religions, and individuals are tolerant of others’ perspectives. The authors note, “This factor, 
combined with the service and learning orientation of these religions, shapes much of older 
adults learning in this setting” (p. 60).   

Studies conducted in Korea, Taiwan ( Lin et al., 2012), and Ireland (Carragher et al.,  
2015) did not explicitly mention culture. However, researchers found the group’s commonalities 
were more critical than those in the studies concerning Korean participants (Lin et al., 2012).   
 
Learners are Social, Emotional, and Generative  and These Factors Affect Their 
Learning and Development 

The communal aspects of learning were emphasized in some studies completed in 
communal cultures such as Taiwan (Lin et al., 2012), Korea (Kim et al., 2010), 
and  Malaysia (Merriam et al., 2000). Besides, learners found the social aspects of 



2 
 

learning beneficial. Serrat et al. (2016) mentioned social learning that occurred due to 
participation in political groups, including “the ability to listen to and respect others’ opinions, a 
sense of solidarity with and awareness of others, recognition of the importance of social 
harmony, appreciation for the companionship of others, and integration into the community” (p. 
176). Social relationships were essential for the learning that occurred in Men’s Sheds as these 
relationships helped them feel that they belonged, and “made the men feel valued, knowing that 
their contribution mattered and that they were part of something important” (Carragher et al., 
2015, p. 159). Talmadge et al.’s (2019) national survey of OLLI institutes also showed that 
“communal aspects of the learning environment [are] valued by lifelong learners” (p. 195). 

Learners’ negative emotions impeded older adults’ learning. For example, participants 
initially expressed a lack of self-efficacy and self-esteem before completing a computer class 
(Kim et al., 2010). Lin et al. (2012) noted that gender stereotypes regarding women’s capabilities 
using technology result in lower confidence using technology (Chu, 2010 as cited in Lin et al., 
2012, p. 74). Children and husbands lacked patience with their mothers and wives learning 
computers, so the women sought to gain support and support other women group members 
learning computers (Lin et al., 2012).   Carragher et al. (2015) noted older men tend to be more 
socially isolated than older women, “leaving them with less well-developed social networks in 
later life” (p. 156) and Men’s Shed’s in Ireland were places for men to socialize, feel a sense of 
belonging, and improve their self-esteem. Participants mentioned positive and negative emotions 
when they described their developmental changes. Fisher (1993) explained five changes over 
older adulthood. In the first stage, continuity with middle age, participants expressed both a 
carefree, happy attitude regarding retirement and the ability to enjoy other activities and feared 
not having adequate money to cover expenses in the future. Participants expressed sadness about 
declining physical skills in the second stage, Early Transition. The desire for socialization with 
peers was described in the third period, revised lifestyle when participants’ spouses passed away, 
and they sought friends for socialization. Some participants pursued a “retirement career” for 
socialization (Fisher, 1993, p. 84). 

Participants also learned to contribute to others’ well-being. Merriam and Mohammad 
(2000) noted their Malaysian participants learned to help others. For example, two 
participants learned Tai Chi to teach it to older adults. One participant learned how to make 
“plastic flower arrangements” to give to individuals in retirement homes. Another participant 
spoke to community groups to work on equality between the races. The authors state that 
learning was done to help others “be good role models, through volunteering, and engaging in 
social action agendas” (p. 56). Likewise, in Lin et al.’s (2012) concerning middle-aged and older 
women learning how to use the computer, women wanted to support the Taiwanese Women Up 
(TWU) program, to obtain computers for their local organization and they learned to rely on each 
other to learn the computer because their families were resistant to helping them.  Lin et al. 
(2015) reported, “Since the interviewees knew where to turn for effective advice, they did not 
feel so frustrated or helpless” (p. 84). In Fisher’s (1993) study, participants sought a “retirement 
career” to give back to others in the community (p. 84).  

In summary, the literature concerning older adults still mainly portrays them as capable, 
motivated. Active learners, life context still drives learning; older adults are generally not seen as 
entirely homogenous. However, some of the same issues mentioned by Chen et al. (2008) still 
exist; learners are social and learn to help others.   
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Discussion  
Demographic Changes   

The empirical literature concerning older adults published in AEQ between 1980 and 
2019 reflects these changes: globalization, technology, and an increasingly aging population. 
Four of the five articles that included participants from outside the United States were published 
between 2010 and 2019. Second, individuals live in a world filled with technology, and two of 
the articles explicitly discussed older adults learning how to use the computer (Kim et al., 2010; 
Lin et al., 2010). Learning “specialized computer skills” was also mentioned of Spanish elders 
who learned through participation (Serrat et al., 2016, p. 178) and by rural, older adults 
participating in self-directed learning activities (Roberson et al., 2005). In contrast, articles in the 
1980s and 1990s concern developmental change among older adults (Fisher, 1993), older adult 
education participation (Fisher, 1986), reading behavior of older Black elderly (Heisel et al., 
1984), and incidental learning among older adults (Stokes et al., 1988).  

Last, it is interesting to note that the publication of articles concerning older adults has 
increased since 2010. There could be several reasons for the uptick in articles on older adults in 
these journals in the last decade. First, as the population ages (and the adult education 
professoriate ages with 71.4% 50 or older and 54.7% between 50 and 64 years old) (Tisdell et 
al., 2016), these topics may be more attractive to the readerships of these two publications. 
Second, AEQ has increasingly published more articles from outside the United States since the 
late 2000s. This means that scholars who study older adulthood in other countries may have a 
greater chance of being published in AEQ than previously. 

 
Life Context Drives Learning  

Life context drove learning. In their review of the literature concerning how older adults 
are portrayed in adult education journals, Chen et al. (2008) found that “learning programs for 
older adults appear to be driven by and founded on the elements descriptive of their life stage or 
developmental position” (p. 14).  This theme continued. Older adults have a greater chance of 
coping with the death of a loved one (Moon, 2011). There may be increased interest in religion 
and philosophy courses because older individuals are more cognizant about death than their 
younger counterparts (Roberson et al., 2005; Talmadge et al., 2015).  Similarly, interest in 
courses on personal biographies indicates their need to pass on stories to the younger 
generation (Talmadge et al. 2015).  A scholar also investigated learning how to cope with 
physical challenges due to aging (Fisher, 1993). 

We found that the contexts of older adults drove their learning. There is more 
representation from these contexts worldwide, and technology is part of many of these 
contexts. As technology has become more ubiquitous, several studies mentioned adults’ desire to 
learn computers (Kim et al., 2010; Lin et al., 2012; Serrat et al., 2016). Several studies 
concerned individuals’ interest in learning about their communities and/or global issues, 
which shows an interest in their local and social worlds (Roberson et al., 2015; Talmadge et al., 
2015).  
 
Learners’ Demographics Reported But Sometimes not Defined or Critically Analyzed  

Chen et al. (2008) mentioned that learners were generally seen as homogenous. Their 
analysis of non-empirical and empirical studies may have influenced this finding. Because we 
chose to examine empirical studies, we found that researchers provided demographic information 
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in most studies. There was no explicit rationale for a minimum age for inclusion in the 
study. The study concerning how cultural values shape learning in older adulthood was the 
minimum age for inclusion explicitly discussed (Kim et al., 2010). In some cases, researchers 
may assume that individuals understand that age 65 is considered “retirement age” for US 
citizens.   

Not only are the rationale for learners’ ages not mentioned, 
but no studies explicitly differentiated between the young-old (65-74), middle old (75-84), and 
old-old (85 and older). Most participants appeared to be in the young-old category (Kim et al., 
2010; Lin et al., 2018; Talmadge et al., 2015; 2019). The average age of participants fell in the 
young-old category (Merriam et al., 2000). Other researchers did not provide specific ages for 
each participant but indicated that the age ranges such as Serrat et al., (2016) (65-86), Moon’s 
(2011) 71-86 year range, and Heisel et al.,s (1984)  60-94 age range.  All but one of Roberson 
and Merriam’s (2005) participants ranged from 75 to 84 (middle-old).  In sum, many of the study 
participants are in the young-old category for these studies. It may be this age that is most able 
and interested in the topics of these studies. Many may be newly retired or retiring and have the 
interest to attend these learning activities.   

Regarding nationality, there were more studies from countries outside of the United 
States appearing in AEQ since 2010. However, regarding the mention of race, that remains 
under-reported, and a critical lens is not used to interrogate race and older adult learning 
issues.  In sum, the research concerning older adults AEQ represents those in Asian countries, 
Ireland, Spain, and those who are White and African American. There were no articles that 
discussed the learning of older adults who are Latinx, Native American, nor was race explicitly 
addressed in the studies from Ireland or Spain.  

Both genders were represented in all studies that recorded this information. Male-only 
representation included studying Irish men’s learning in Irish men’s sheds (Carragher et al., 
2015).  Women-only studies included Taiwanese women learning computers (Lin et al., 
2010). In studies that have both sexes included, more women are surveyed than men, reflecting 
demographic changes as women tend to live longer than men in many countries (Ortiz-Ospina et 
al., 2018).  More studies are needed that interrogate issues of older adult learning and 
participation regarding the intersection of positionalities and their effect on learning and 
development.  

The education level of participants was often not reported or not explicitly viewed in the 
data collection process.  Learning in Retirement or OLLI centers still attracts primarily those 
who are college-educated or have advanced degrees. Many of the participants in the study 
possessed high school training or post-high school training. These studies confirm the adult 
education participation literature that notes that more educated individuals participate in adult 
education (O’Donnell, 2006).   

Few studies explicitly mentioned participants’ income, sexual orientation, or ability level 
(e.g., learning or physical disabilities). Regarding physical or learning disabilities and older 
adults, this literature has typically appeared in other journals such as Educational Gerontology 
(Boulton-Lewis et al., 2008). Although lesbian, gay, bisexual, transgender, and queer (LGBTQ) 
issues appear in the literature regarding the need for safe spaces for LGBTQ learners (King, 
2009; Wadell et al., 2012) and the need to pay attention to the intersection of positionalities and 
power in Adult Basic Education programs (ABE) programs (D’Amico, 2004) the discussion of 
sexual orientation as it regards older adult learners is under-researched.   
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Adult Learners are Social, Emotional, and Generative Individuals  

Because people are social, it is logical that the social aspect of learning is essential to 
older adult learners. The inclusion of research in communal cultures such as Korea (Kim et al., 
2010), Malaysia (Merriam et al., 2000), and Taiwan (Lin et al., 2012) may have increased the 
analysis of the social aspect. However, studies concerning participation in political groups in 
Spain (Serrat et al., 2016), men’s sheds in Ireland (2015), and OLLI institutes (Talmadge et al., 
2015; Talmadge et al., 2019). The social aspect of learning is essential in individualistic cultures 
also (Yamashita et al., 2017). Other studies confirm this finding. Norland et al. (1992) 
discovered that adults enjoyed the social support found in programs offered by the Ohio 
Cooperative Extension Service (Norland, 1992), vulnerable adults in a continuing education 
program (Narushima et al.,  2018). The social aspect of learning is an important one across the 
lifespan.   

Older adult learners want to give back to their community and to help others. In some 
cases, this “giving back” is in the form of “peer mentoring,” and in this case, it was peer 
mentoring with others on the computer (Carragher et al.,  2015; Kim et al., 2010; Lin et al., 
2012). Much of the older adult peer mentoring literature concerns peer mentoring to improve 
physical, mental and social functioning (Dorgo et al., 2009), to manage health concerns (Cooper 
et al., 2017), and improve fitness (Dorgo et al., 2009), so Lin et al.’s (2012) study are in line with 
others in the context of learning computers.  

 
Emotions Influence Learning Experience  

Although there was little mention of older adults’ physical limitations, emotions influenced 
the learning experience. Kim et al. (2010) mentioned that peer-learners or assistants might 
help new computer learners feel more comfortable because of age-related changes to their 
learning and the benefit of self-paced learning.  Further, researchers found that adult learners did 
not see themselves as capable adults in certain areas. In studies concerning individuals learning 
computer skills, individuals had little confidence in their computer abilities before taking a 
computer course (Kim et al., 2010; Lin et al., 2012). Women were embarrassed about their skills 
and feared they could not keep up the pace (Lin et al., 2012), and men and women reported they 
lacked self-efficacy in using the computer (Kim et al., 2010). Gender stereotypes 
regarding females’ feeling not wanted in computer classes begin as girls (Master et al., 2016).    

In other cases, in the studies we reviewed, older adults wanted to learn to give back to 
their social group or community or be good role models (Carragher et al., 2015; Kim et al. 2010; 
Lin et al., 2012: Serrat et al., 2016). Carragher (2017) states that Erikson’s generativity vs. 
stagnation stage of psychosocial development is at the heart of these motivations. In this 
psychosocial developmental stage, Erikson says that individuals want to give back to future 
generations by creating things that will outlive them. If they are stuck in stagnation, they do not 
feel involved in their communities or society (Erikson, 1982).  They want to create something or 
offer something of themselves to others (McAdams & de St Aubin, 1992, p. 106 as cited in 
Carragher, 2017, p. 357). Typically, the generativity vs. stagnation stage is at the forefront for 
individuals ages 40-65, encompassing older adults (age 50 and older). The individuals in Men’s 
Sheds give back by “sharing skills and experiences, and the giving back to the community 
through voluntary work” (Carragher, 2017, p. 357).   

 
Conclusions  
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This study’s findings show that older adults continue to be portrayed in some of the same 
ways described in the literature between 1980 and 2006  (Chen et al., 2008). Namely, older 
adults are capable and motivated learners with less mention of physical or cognitive limitations, 
and that life context drives learning. Perhaps because we only reviewed empirical articles, we did 
not find that the older adult learner was homogenous. In most cases, researchers provided 
demographic information. However, no study examined the data through a critical lens. Future 
research submitted to AEQ could look through a critical feminist lens (Ray & Fine, 1999),  age 
stereotyping (Finkelstein, 2020), Black feminist theory (Collins, 2002), LatCrit (Valdes et al., 
2021), or other critical lenses. Also, these studies ’ demographics were limited to primarily 
White learners with some representation of African American learners and learners from other 
countries such as Malaysia, Taiwan, Korea, Spain, and Ireland. Future research needs to include 
representation from the Latinx community and perhaps an investigation of community-based 
learning facilities for older adults that attracts a more racially diverse population than 
OLLI. More studies are needed that interrogate issues of more senior adult learning and 
participation regarding the intersection of positionalities.   

The general strengths of studies included the purpose of the study is clearly stated in all 
cases. For the most part, the studies had a theoretical or conceptual framework based on situated 
learning theory or communities of practice (Kim et al., 2010), transformative learning (Moon, 
2011), conceptual literature on cultural values, aging, and learning (Merriam et al.,  2000), self-
directed learning (Roberson et al., 2005), social support theory  (Lin et al., 2010), informal 
learning (Carragher et al., 2015; Serrat et al., 2016), lifelong learning in the third age (Talmadge 
et al., 2015; 2019; Yamashita et al., 2017).  

Most studies’ weakness was a lack of definition of “older adult” or a lack of reasoning for 
using a particular age as a minimum for inclusion in a study. This issue is pervasive in the 
literature as “older adult” has been defined in numerous ways, and this weakness was also found 
in Chen et al.’s (2008) review. Future studies should give a rationale, based on literature, on why 
they defined “older adults” as they have, take a more critical approach.  

In summary, over the past 40 years, the portrayal of older adults has remained somewhat 
the same. Most older adults are portrayed as capable, motivated, and active. Their respective life 
contexts drive their learning. The empirical studies we investigated reported but often did not use 
a critical lens to analyze various positionalities vis-à-vis the topic of investigation. Other 
demographics, such as sexual orientation and ability status, were not addressed. We found that 
adult learners are social, emotional, and generative individuals and that emotions influence 
learning.  Research protocols have become more varied. We urge researchers to explore the 
intersection of various positionalities on older adult learning and development.   
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Abstract 

 This paper examines Africanisms and the process of acculturation beyond the Gullah 

Geechee Cultural Heritage Corridor with special reference to Georgia.  It argues that the Gullah 

Geechee cultural heritage extends beyond 30 miles from the Atlantic Ocean in Georgia.  It also 

argues that the Gullah Geechee cultural heritage extends beyond 50 miles from the Atlantic 

Ocean in Georgia.  In addition, this paper argues that Black migration patterns in the state of 

Georgia played a major role in the spread of the Gullah Geechee cultural heritage beyond 30 

miles both before and after the Civil War.   

  

Introduction 
 

 During the first decade of the 20th century, Emory S. Campbell (2008) related that the 

influence of Gullah Geechee cultural heritage extends beyond 30 miles from the Atlantic Ocean. 

He stated that:  

 

 . . . as a direct link to the African continent, an almost lost culture that exists in the Sea 

 Islands of the United States, along a corridor stretching from the northeast coast of 

 Florida along the Georgia and South Carolina coastal shores to the Wilmington, North 

 Carolina area, and little more than 50 miles inland at any point.  (p. vii) 

 

With that statement, Campbell made a crucial step in the right direction.  By taking that action, 

Campbell gave recognition to the fact that the Gullah Geechee cultural heritage went beyond the 

area designated by General William T. Sherman in his relatively famous Field Order Number 15.  

 As he noted in his autobiography, William T. Sherman (1886), a White man, was urged 

by Edwin M. Stanton, a White man, and Garrison Frazier, a Black man, to issue Field Order 

Number 15 on January 16, 1865.  Field Order Number 15 mandated, in part, that: 

 

 The islands from Charleston south, the abandoned rice-fields along the rivers for thirty 

 miles back from the sea, and the country bordering the St. John’s River, Florida are 

 reserved and set apart for the settlement of the negroes now made free by the acts of war 

 and the proclamation of the President of the United States.  (p. 250)  



 

 

 

One aim of Field Order 15 was to redistribute some 400,000 acres of land in 40-acre plots to 

Black people who were newly freed from enslavement. A second aim was to punish White 

slaveholders who had engaged in treason against the United States of America (USA) as 

Confederates.  Field Order Number 15 was later nullified by Andrew Johnson, the 17th president 

of the USA.  However, the action of Sherman represented a bold attempt to meet the needs of 

Black people in a tangible manner.1  

 In 2006, the National Park Service designated the strip of coastline stretching from 

Wilmington, North Carolina down to St. Augustine, Florida as the official Gullah Geechee 

Cultural Heritage Corridor.  James Clyburn, a Black member of the House of Representatives 

from South Carolina, played a major role in this action by writing the authorization bill which 

was signed into law during 2006 (U.S. House of Representatives, 2006; U.S. Senate, 2006).2 Not 

surprisingly, some people now think that influence of the Gullah Geechee cultural heritage does 

not extend beyond 30 miles from the Atlantic Ocean. Nothing could be further from the truth.   

 This paper will examine Africanisms and the process of acculturation beyond the Gullah 

Geechee Cultural Heritage Corridor with special reference to Georgia.  This paper will argue that 

the Gullah Geechee cultural heritage extends beyond 30 miles from the Atlantic Ocean in 

Georgia.  It will also argue that the Gullah Geechee cultural heritage extends beyond 50 miles 

from the Atlantic Ocean in Georgia.  In addition, this paper will argue that Black migration 

patterns in the state of Georgia played a major role in the spread of the Gullah Geechee cultural 

heritage both before and after the Civil War.  The methodology utilized here included a mixed-

methods approach consisting of the case study method and the participant observation method. 

The research techniques included content analysis of primary and secondary source documents. 

The research techniques also involved going beyond car-window sociology and engaging in 

direct observation and participation in social interaction, social relationships, and social 

structures comprised of Geechees and other Gullahs.   
 

Language and Terminology as Outcomes of a Dynamic Acculturation Process 
 

 Language is a key characteristic of humans that help us to have effective social 

interactions, social relationships, and social structures.   George Herbert Mead (1934) related that 

“there neither can be nor could have been any mind or thought without language; and the early 

stages of the development of language must have been prior to the development of mind or 

thought” (p. 192).  People learn language and other aspects of culture through socialization.  On 

the one hand, socialization refers to the process by which people learn a given society’s norms, 

values, and roles.  On the other hand, culture refers to all the modes of thought, modes of 

behavior, and things that people create and pass down from one generation to another. Through 

socialization, people acquire culture and an important aspect of it called language.  As for 

language, it helps people to communicate within their primary groups and secondary groups.  

Language is dynamic in nature, as opposed to being static, and can change over time in our 

social groups (Harrison, 2002a).  This process of dynamic change occurred with the term 

Geechee and will be discussed below (Cromartie, 2013). 

 

 

 

 



 

 

Acculturation 
 

 Acculturation is the process wherein one group will have contact with another group and 

exchange nonmaterial culture and material culture.  The nonmaterial culture consists of things 

that one cannot see, touch, or feel.  It includes norms and ideas.  For example, norms are the 

things that people do such as developing research methods, laws, and folkways.  Ideas are the 

things that people think about, including scientific knowledge, values, and folklore.  As used 

here, values refer to ideas about what is right or what is wrong.  Thus, there is a relationship 

between a value and a norm. Material culture, in contrast to nonmaterial culture, consists of 

things that one can see, touch, or feel.  It includes items such as a law book, sociology book, a 

computer, and the equipment used to prepare and serve a meal.  It also includes the equipment 

used by blacksmiths and midwives (Berry, 2005; Harrison, 2002a). 3 

 In the case of the Gullahs, the social group has had acculturation with the Creoles of 

Louisiana, American Indian people, and White people.  The acculturation between the Gullahs 

and the Creoles of southern Louisiana led to the development of jazz as an art form.  As a social 

force, the acculturation between the Gullahs and the American Indians led to the development of 

grits as a major aspect of the Gullah cuisine and the African animal tales as part of the folklore in 

the Seminole Nation and Creek Nation.  The acculturation between the Gullahs and the White 

people led to some African words (e.g., tote and juke) becoming a part of the Standard English 

language spoken by White people and Standard English spoken by Gullahs (Lomax, 1950; 

Swanton, 1929; Gonzales, 1922; Turner, 1949, 1958). 

 

Africanisms 
 

 Africanisms refer to survivals from African cultures that can be found among the Gullahs 

and other Black social groups in the USA, including the Creoles (Du Bois, 1903b; J.W. Johnson, 

1925; Turner, 1949, 1958).   They can include both nonmaterial culture and material culture (Du 

Bois, 1903b; Turner, 1949, 1958). In the case of Turner (1958), he used the term cultural 

elements to refer to different aspects of nonmaterial culture and material culture.  Shortly after 

the beginning of the 20th century, Du Bois (1903b) became one of the first scholars to examine 

Africanisms in the USA when he made a penetrating analysis of the Black church.4   Following 

the Eighth Conference for the Study of the Negro Problems held at Atlanta University on May 

26, 1903, Du Bois published a report and the proceedings under the title The Negro Church.  In 

his report, Du Bois informed us that:  

 At first sight it would seem that slavery completely destroyed every vestige of 

 spontaneous social movement among the Negroes; the home had deteriorated; political 

 authority and economic initiative was in the hands of the masters, property, as a social 

 institution, did not exist on the plantation, and, indeed, it is usually assumed by historians 

 and sociologists that every vestige of internal development disappeared, leaving the 

 slaves no means of expression for their common life, thought, and striving. This is not 

 strictly true; the vast power of the priest in the African state has already been noted; his 

 realm alone—the province of religion and medicine—remained largely unaffected by the 

 plantation system in many important particulars. The Negro priest, therefore, early 

 became an important figure on the plantation and found his function as the interpreter of 

 the supernatural, the comforter of the sorrowing, and as the one who expressed, rudely, 



 

 

 but picturesquely, the longing and disappointment and resentment of a stolen people. 

 From such beginnings arose and spread with marvellous rapidity the Negro Church, the 

 first distinctively Negro American social institution. It was not at first by any means a 

 Christian Church, but a mere adaptation of those heathen rites which we roughly 

 designate by the term Obe Worship, or “Voodoism.” Association and missionary effort 

 soon gave these rites a veneer of Christianity, and gradually, after two centuries, the 

 Church became Christian, with a simple Calvinistic creed, but with many of the old 

 customs still clinging to the services. It is this historic fact that the Negro Church of to-

 day bases itself upon the sole surviving social institution of the African fatherland, that 

 accounts for its extraordinary growth and vitality. We easily forget that in the United 

 States to-day there is a Church organization for every sixty Negro families. This 

 institution, therefore, naturally assumed many functions which the other harshly 

 suppressed social organs had to surrender; the Church became the center of amusements, 

 of what little spontaneous economic activity remained, of education, and of all social 

 intercourse.  (p. 5)  

 

Although he did not use the term Africanism in his report, Du Bois certainly spoke of that 

phenomenon.  Du Bois emphasized the religion and medicine as two areas that managed to 

survive the slavery plantation system.   

 According to Du Bois (1903b), Black spiritual leaders or preachers played a major role in 

helping a stolen people deal with longing, disappointment, and resentment.  From the Black 

church, those Black spiritual leaders and preachers assisted a stolen people with extraordinary 

growth and vitality. Du Bois identified the Black church as “the first distinctively Negro 

American social institution” and “the sole surviving social institution of the African fatherland” 

(p. 5).  Based on his research, Du Bois concluded that, “The greatest voluntary organization of 

Negroes in the world is probably the African Methodist Church” (p. 123). The research findings 

of Du Bois on the Black church indicated that “many old customs” from Africa had survived and 

could be found “clinging to services” in Black churches, including the African Methodist 

Episcopal Church (hereafter AME Church).5   Du Bois was conscious of the fact that Voodoo, in 

the form of roots and “Obeah sorcery,” was a reality of life among Black people.  Likewise, Du 

Bois was conscious of the fact that folk beliefs, in the form of folktales and superstitions, were a 

reality of life among Black people.  This was especially true of the working class in the rural 

areas where most Black people lived between 1865 and 1903.  

 The research of Du Bois on Africanisms was followed by James Weldon Johnson (1925) 

and Lorenzo Dow Turner (1949).  Whereas Du Bois looked at Africanisms in the Black church, 

James Weldon Johnson (1925) looked at Africanisms regarding the Negro Spirituals and ring 

shout, and Turner looked at Africanisms regarding Gullah as a Creole language.  In terms of the 

Negro Spirituals, James Weldon Johnson reported that “the Spirituals possess the fundamental 

characteristics of African music.  He continued: 

 

 They have a striking rhythmic quality, and show a marked similarity to African songs in 

 form and intervallic structure.  But the Spirituals, upon the base of the primitive rhythms, 

 go a step in advance of African music through a higher melodic and an added harmonic 

 development.  For the Spirituals are not merely melodies.  The melodies of many of 

 them, so sweet or strong or even weirds, are wonderful, but hardly more wonderful than 



 

 

 the harmonies.  One has never experienced the full effect of these sings until he has heard 

 their harmonies in the part singing of a large number of Negro voices.  (p. 19)  

 

James Weldon Johnson said that “it was by sheer spiritual forces that African chants were 

metamorphosed in the Spirituals; that upon the fundamental throb of African rhythms were 

reared those reaches of melody that rise above earth and soar into the pure, ethereal blue” (p. 21).  

He stated that “this is the miracle of the creation of the Spirituals” and the “Spirituals are true 

folksongs and originally intended only for group singing” (p. 21).  For James Weldon Johnson, 

“In form the Spirituals often run strictly parallel with African songs, incremental leading lines 

and choral iteration” (p. 23).  James Weldon Johnson explained that, “A study of the Spirituals  

leads to the belief that the earlier ones were built upon the form so common to African songs, 

leading lines and response” (p. 25).  As for the ring shout, James Weldon Johnson described it as 

a “survival” of a dance brought from Africa (p. 33). 

 Turner (1949) focused on and revealed “survivals from many of the African languages 

spoken by the slaves who were brought to South Carolina and Georgia during the eighteenth 

century and the first half of the nineteenth” (p. v).  He disclosed that his research revealed that 

survivals were most numerous in the Gullah language’s vocabulary “but can be observed also in 

its sounds, syntax, morphology, and intonation; and there are many striking similarities between 

Gullah and the African languages in the methods used to form words” (p. v).  Turner also 

disclosed that the purpose of his research was “to record the most important of these Africanisms 

and to list their equivalents in the West African languages” (p. v).  Based on his research, Turner 

(1949) stated that, “Gullah is a creolized form of English revealing survivals from many of the 

African languages spoken by the slaves who were brought to South Carolina and Georgia during 

the eighteenth century and the first half of the nineteenth” (p. v).   

 According to Turner (1949), he conducted his research on Gullah over a 15 year-period 

in South Carolina and Georgia. Turner interviewed Gullahs in coastal areas such as Waccamaw, 

South Carolina (a peninsula near Georgetown, South Carolina); James Island, South Carolina; 

Johns Island, South Carolina; Wadmalaw, South Carolina; Edisto, South Carolina; St. Helena, 

South Carolina; Hilton Head, South Carolina; Darien, Georgia; Harris Neck, Georgia (a 

peninsula near Darien, Georgia); Sapelo Island, Georgia; St. Simons Island, Georgia; and St. 

Marys, Georgia.  Reflecting on his fieldwork, Turner pointed out that, “On the mainland of both 

South Carolina and Georgia many of the communities in which specimens of the dialect were 

recorded are situated twenty miles or farther from the coast” (p. v).  Unlike Turner, some writers 

have seemed to overlook or ignore migration patterns among people with a Gullah-Geechee 

cultural heritage.        

 In an article published one year before his book, Turner (1948) demonstrated that he was 

conscious of the fact that Black people took their language and other Africanisms with them as 

they moved from the eastern seaboard of Georgia towards the western part of the state and 

elsewhere.  Turner advised us to consider that social condition when he wrote: 

 

 . . . I should call attention to the fact that even though this discussion has been confined to 

 Negroes in the Gullah region, it is not wholly inapplicable to Negroes in other parts of the 

 South.  The Gullahs are and have been continually moving westward and northward.  

 Since in doing so they carry their speech patterns with them, persons investigating Negro 

 speech in Alabama, Mississippi, or elsewhere may find it to their advantage to be 

 acquainted with the Negro’s African background and to know the Negro informant so 



 

 

 well that there will be occasion for him to use the language which he commonly reserves 

 for strangers.  (p. 84)  

 

First, Turner was right about the Gullah Geechee cultural heritage going beyond what he termed 

the “Gullah area” (p. 3).  Second, it was solid advice by Turner to urge other researchers to 

become aware of the African background of Black people and to know respondents so well that 

they will avoid the use of language and other customs the respondents commonly reserve for 

strangers and other outsiders. 

 When he published an essay in the book Africa from the Point of View of American 

Negro Scholars, Lorenzo Dow Turner (1958) related that, “Negroes from the southern part of the 

United States are and have been continually moving northward and westward.  In doing so they 

carry with them many of these African words” (p. 10).  Turner added:  

 

 It is not surprising, therefore, that so many Negroes in the large urban centers of the 

 North and West still have African given names, though probably most of them are 

 unaware of the meaning of the names and of the fact that they are words of African 

 origin. (p. 108) 

 

In terms of Africanisms in the form of language, Turner explained that he collected almost 6,000 

African words representing 30 West African languages in the coastal region of Georgia and 

South Carolina.  Turner conducted his research on the mainland near the coast and the Sea 

Islands.  Among those African words Turner found were buckra, cooter, goober, juju, nyam, 

yam, pinda, samba, sibby, tabby, tote, voodoo, xylophone, etc.    

   

Forced Migration 
    

 Forced migration is a social condition which involves people moving under forced from 

one location to another.  During the period before December 1865, many enslaved Black people 

were forced by White people to move from one location to another, including from Africa to the 

USA.  Forced migration was widespread between 1526 and 1865.  It also happened in at least 

one county in every Southern state between 1866 and 1920 as acts of expulsion.  Before, during, 

and after the second Nadir, Black people faced forced migration in the form of expulsion and 

were banished from places like Comanche County, Texas in 1886; Cumberland County, 

Tennessee in 1900; Pierce City, Missouri in 1901; Harrison, Arkansas in 1905 and 1909; Forsyth 

County, Georgia in 1912; Tulsa, Oklahoma in 1921; and Rosewood, Florida in 1923.  Between 

the first Nadir and the second Nadir, Black people faced forced migration in the form of 

expulsion and were banished from places like Chesterton, Indiana in 1863; Anna, Illinois in 

1863; and LaSalle, Illinois in 1864.  Many of those towns and locations became known as 

sundown towns (Berlin, 2019; Loewen, 2005).6     

 

Voluntary Migration 
       

 Voluntary migration is a social condition which involves people moving voluntarily from 

one location to another. During the period before December 1865, some enslaved and non-

enslaved Black people moved from one location to another in search of life, liberty, and the 

pursuit of happiness. On the one hand, some enslaved Black people managed to escape from 



 

 

bondage and fled one location to another in search of jobs, contracts, and educational slots.  On 

the other hand, some non-enslaved people sought to racial discrimination and moved from one 

location to another in search of jobs, contracts, and educational slots. This phenomenon was 

widespread between 1526 and 1865. By 1526 and the first Nadir, many enslaved Black people 

migrated from Georgia and South Carolina to Florida where they lived as Maroons in the 

Seminole Nation. There were also many Maroons who migrated from Georgia and South 

Carolina to the swamps and forests and never joined the Seminole Nation. They stayed 

independent or established alliances with other nations composed of American Indians, 

especially the Choctaw.  After the Civil War, Black people, in droves, began to voluntarily move 

from the eastern seaboard to points west, including western Georgia, Alabama, Mississippi, and 

elsewhere.  Following World War I, there was a significant increase in migration of Black people 

from the South to the North while the second Nadir was still unfolding (Wright, 1906; Du Bois, 

1917; Woodson, 1918; Turner, 1949, 1958; Matkin-Rawn, 2013; Cromartie, 2013).       

 

Geechee 
      

As used in this paper, the term Geechee refers to a social group of Gullahs (and their 

descendants) who escaped from slavery, joined the Seminole Nation as Maroons, and fought in 

the three Seminole Wars as partisans.  After running away from slavery in the 18th and 19th 

centuries, many Gullahs became part of the Seminole Nation wherein they united with American 

Indians of Muskogean (Creek) descent and fought three wars against the USA.  Those wars 

included the First Seminole War from 1816-1818; the Second Seminole War from 1835-1842; 

and the Third Seminole War from 1855-1858.  One of the strongholds of the Seminole Nation 

was the Okefenokee Swamp.  That swamp is in southeast Georgia (Cromartie, 2011a, 2011b, 

2013, 2020a).7                                                                                               

The record is clear that many Gullahs, such as the Geechees, managed to escape from 

slavery and became Maroons before the Emancipation Proclamation took effect.  Maroon 

activity in Georgia lasted from its founding as a colony until 1865.  Eventually, the terms 

Geechee and Gullah came to be used interchangeably in the 20th century.  However, Geechee 

and Gullah have not always been thought of as synonymous.  Likewise, Freshwater Geechee and 

Saltwater Geechee have not always been thought of as synonymous.  Each term developed out of 

the material conditions faced by Black people in Georgia (Cromartie, 2011a, 2011b, 2013, 

2020a).                                                                                               

  

Gullah 

 
 The term Gullah refers to a social group of antebellum people of Black African descent 

(and their descendants) who experienced chattel slavery primarily in the southeastern part of the 

USA.  Gullah also refers to their language they spoke as a Lingua Franca. Eventually, that 

language made the transition from a pidgin language to a creole language.  Before the Civil War, 

the term Gullah was used in the USA to refer to enslaved Africans who were born on the African 

continent or elsewhere in the Diaspora.  Gullah was also used to refer to the language they 

brought with them to the USA (Cromartie, 2013, 2020a; Savannah Unit, 1940/1972, 1940/1986; 

Turner, 1949).  



 

 

Freshwater Geechee 
 

 The term Freshwater Geechee refers to cultural insiders living within inland counties like 

Wayne, Ware, Liberty, and elsewhere.  Forced migration and voluntary migration led some 

Geechees to migrate from the coastal areas to the inland counties.  A case in point is Jordan 

Frazier who was born in Camden County on the coast and migrated to inland Wayne County.  In 

the latter county, he purchased a 10 acres compound in Screven wherein he lived with his wife, 

children, father-in-law, and mother-in-law.  Together, they created a large extended family in a 

part of Screven known as the “Hill” (Cromartie, 2013, 2020a; Bailey & Bledsoe, 2000).   

 

Saltwater Geechee 
 

 The term Saltwater Geechee refers to cultural insiders living on Georgia’s barrier islands 

and coastal counties.  Such places include St. Simons Island, Little St. Simons Island, Jekyll 

Island, Cumberland Island, Sapelo Island, Ossabaw Island, Tybee Island, Sea Island, and St. 

Catherine’s Island.  Of that group, these four can be reached by car: St. Simons Island, Jekyll 

Island, Tybee Island, and Sea Island.  The extended roots of the present writer lies in Camden 

County in a hamlet named Red Cap and in Glynn County on St. Simons, Island.  The cultural 

heritage of Saltwater Geechees and Freshwater Geechees consists of the same basic traits.  When 

it comes to food, both groups tend to rely heavily on a rice diet. This norm can be traced back to 

Africa (Cromartie, 2013, 2020a; Bailey & Bledsoe, 2000).       

  

Slave Mentality 
 

 The term slave mentality refers to the attitude of a Black person who will do basically 

anything to appease White people for a little of nothing or a whole lot.  As the name suggests, 

the concept has it roots in the history of slavery.  The record indicates that Black people faced 

enslavement in the USA from 1526 to 1865.   The first group of enslaved Black people came 

with the Spanish in 1526.  They rebelled and fled to live as Maroons among a group of American 

Indians known as the Guale to the Spanish and Muskogee or Yamasee to the English.  Instead of 

accepting their enslaved condition with a slave mentality, they opted for freedom by setting fires 

to the colonial settlement of the White colonizers (Malcolm X, 1965; Cromartie, 2013). 

 According to John Hope Franklin (1947/1980), the White colonizers from England, in 

1619, brought in some 20 or so Black people into the colonial settlement known as Jamestown, 

located in eastern Virginia.  That group included William Tucker, who became the first Black 

child born in that area.  The Black people had the status of indentured servants in 1623 and 1624 

census counts in Virginia.  Franklin also informed us that “as late as 1651 some Negroes whose 

period of service had expired were being assigned land in much the same way that it was being 

assigned to whites who had completed their indenture” (p. 54).  He added: “During its first half-

century of existence Virginia had many Negro indentured servants; and the records reveal an 

increasing number of free Negroes” (p. 54). 

 Nevertheless, Franklin (1947/1980) reported that a drastic change took place in 1640.  

During that year, a Black indentured servant named John Punch, a White indentured servant 

Victor, and a White indentured servant named James Gregory ran away from a White man 

named Hugh Gwyn, who held them in a state of indentured servitude bondage.  Following their 

capture, a court trial was held.  Franklin explained that “the court ordered the white servants to 



 

 

serve their master one additional year” (pp. 54-55).  In contrast, the court ordered John Punch “to 

serve his said master or his assigns for the time of his natural life here or elsewhere” (p. 55).   

 In his book titled Minutes of the Council and General Court of Colonial Virginia, H.R.   

McIlwaine (1924) published the court proceedings of the trial of John Punch, Victor, and James 

Gregory.  The court proceedings read as follows:   

  

  Whereas Hugh Gwyn hath by order from this Board Brought back from Maryland 

 three servants formerly run away from the said Gwyn, the court doth therefore order that 

 the said three servants shall receive the punishment of whipping and have thirty stripes 

 apiece. One called Victor, a dutchman, the other a Scotchman called James Gregory, 

 shall first serve out their times with their master according to their Indentures, and one 

 whole year apiece after the time of their service is Expired by their said Indentures in 

 recompense of his Loss sustained by their absence, and after that service to their said 

 master is Expired, to serve the colony for three whole years apiece, and that the third 

 being a negro named John Punch shall serve his said master or his assigns for the time of 

 his natural Life here or elsewhere. (p. 466) 

 

The two White men were sentenced by the court to serve one additional year as indentured 

servants following a whipping consisting of 30 licks.  However, that same court sentenced the 

Black man to spend the rest of his life in slavery following a whipping consisting of 30 licks.   

As a result, John Punch became one of the first, if not the first, Black victims of institutional 

racism.  After the ordeal of John Punch, slavery exploded upward as an institution in the English 

colonies which later transitioned into many states.  By 1865, there were over 4,000,000 enslaved 

Black people when the 13th Amendment was passed.8   

 Between 1640 and 1865, some people reacted to slavery as a terrible social condition by 

capitulating to it.  They served as so-called “slave drivers,” so-called “house slaves,” and so-

called “field slaves” (Grimes, 1825; J. Brown, 1855; Brent, 1861; Savannah Unit, 1940/1972, 

1940/1986).  In his analysis of the situation, Malcolm X (1965) referred to the house enslaved 

people slaves as house Negroes and the field enslaved people as field Negroes.  Malcolm X said: 

 

 If the master said, “We got a good house here,” the house Negro would say, “Yeah, we 

 got a good house here.”  Whenever the master said “we,” he said “we.”  That’s how you 

 can tell a house Negro. 

  If the master’s house caught on fire, the house Negro would fight harder to put the 

 blaze out than the master would.  If the master got sick, the house Negro would say, 

 “What’s the matter, boss, we sick?”  We sick!  He identified himself with his master, 

 more than his master identified with himself.  (p. 10)   

 

Regarding house Negroes and field Negroes, Malcolm X continued: 

 

 That house Negro loved his master, but that field Negro—remember, they were in the 

 majority, and they hated the master.  When the house caught in fire, he didn’t try to put it 

 out; that field negro prayed for a wind, for a breeze.  When the master got sick, the field

 prayed that he’d die.  (p. 11) 

 



 

 

On the one hand, Malcolm X made it clear that he opposed the actions of the house Negroes.  On 

the other hand, Malcolm X made it clear that he supported the actions of the field Negroes.  He 

also considered himself in the tradition of the field Negroes.  In the view of Malcolm X, the 

attitude of the of the house Negroes represented what has become to known as the slave 

mentality. 

 During the early 1850s, Harriet Beecher Stowe (1852) published a famous book titled 

Uncle Tom’s Cabin.  Three main Black characters in the book are Uncle Tom, Sambo, and 

Quimbo.  One of the main White characters is the slaveholder named Simon Legree.  After a 

group of enslaved people escapes and head north, Simon Legree orders Uncle Tom to divulge 

where they went.  Uncle Tom refused to give any information to Simon Legree.  At the direction 

of Simon Legree, a savage beating was delivered to Uncle Tom by Sambo and Quimbo. The 

beating was so bad that Uncle Tom did not recover.  However, as he laid on his death bed, 

Sambo and Quimbo approached Uncle Tom and asked him to forgive them.  Uncle Tom forgave 

Sambo and Quimbo for the beating that was ordered by Simon Legree and then he died.   

 On the one hand, Uncle Tom was portrayed in the book as a kindly elderly Black man 

who many White people viewed as a faithful servant.  On the other hand, Uncle Tom was 

portrayed as a kindly elderly Black man who many Black people viewed as a loyal patriarch in 

the quarters.  When push came to shove as the saying goes, Uncle Tom made a conscious 

decision to not betray Black people who escaped although it cost him his life.  Unfortunately, 

Uncle Tom eventually became the symbol of the ultimate bootlicker instead of a loyal to his 

race.  The race traitors should be viewed as Quimbo and Sambo instead of Uncle Tom.  Uncle 

Tom may have worn that which Paul Laurence Dunbar described as the mask around White 

people.  However, Uncle Tom does not deserve the stigma of being a race traitor with the 

ultimate slave mentality (Stowe, 1852, 1853; Dunbar, 1896).   

 

Sturtevant, Seminoles, and Outsiders 

 Between the 1950s and 1970s, William C. Sturtevant conducted research on the 

Seminoles.  One article was published by Tequesta.  A second article was published in the 

Florida Historical Quarterly.  A third article was published in an anthology titled the North 

American Indians in Historical Perspective (Sturtevant, 1953, 1955, 1971).   

 In his article for Tequesta, Sturtevant (1953) outlined some approaches to conducting 

research on Seminoles.  He described two approaches that he found to work.  One approach was 

to obtain war anecdotes from Seminoles by asking questions about personal names and place 

names.  Sturtevant said that Seminole children were often named by elderly Seminole men and 

women.  He explained that, “While veterans of the Seminole Wars were still alive, they normally 

gave as names words referring to their own war experiences” (p. 36).   

 A second approach was to ask questions about incidents Sturtevant (1953) found in 

historical documents. Sturtevant said that this approach can help elicit useful data about 

participating Indians and the Seminole names of locations from their point of view.  He stated 

that the two approaches were very rewarding in his research.  Nevertheless, Sturtevant surmised 

that: 

 

  However, no approach will succeed unless the investigator has managed to break 

 down some of the Seminole reticence towards imparting any details of their culture to 



 

 

 outsiders. They are in general highly distrustful of all inquisitive foreigners; a feeling 

 with which it is easy to sympathize when one reflects on their experiences with whites 

 over the last two hundred years.  Further, some knowledge of the language is almost 

 essential in order to utilize personal and place names as keys to historical traditions. As 

 would be expected, there are great differences between Seminole individuals in the extent 

 of their historical knowledge and interest, as well as in their willingness to impart such 

 information to the outsider.  Many of the best informants speak so little English that the 

 use of an interpreter is necessary, yet competent and willing interpreters are practically 

 non-existent.  (pp. 36-37)      

 

Although Sturtevant did not mention the Ogeechee Indians, that group would fit into that 

category.  They were of several groups that came from Georgia to become a part of the Seminole 

Nation.  Sadly, the Ogeechee Indians have been forgotten or overlooked some scholars and 

writers.9         

 

Turner, Gullahs, and Outsiders 
 

 During 1932, Lorenzo Dow Turner began to conduct research on Gullahs.  Some three 

years before in 1929, Turner had expressed this research interest during a teaching stint at South 

Carolina State College (later South Carolina State University).  He developed an interest in the 

speech patterns he found among his students at that institution. Turner received a research grant 

and developed an interview schedule (Turner, 1949; Wade-Lewis, 2007).  

 Between 1941 and 1958, Turner published five important works pertaining to the 

Gullahs.  One of those works appeared in a special issue of the American Council of Learned 

Societies Bulletin. The second and third of those works was published in the Publications of the 

American Dialect Society. The fourth work was his book Africanisms in the Gullah Dialect. The 

fifth work appeared as an essay in the book Africa from the Point of View of American Negro 

Scholars (Turner, 1941a, 1945b, 1948, 1949, 1958).   

 In one of his works that appeared in the Publications of the American Dialect Society, it 

was Turner (1948) gave it the title “Problems Confronting the Investigator of Gullah.”  Turner 

began his article by offering this definition: “Gullah is the name given the dialect spoken by the 

ex-slaves and their descendants who live on the Sea Islands off the coast of South Carolina and 

Georgia and on the mainland nearby” (p. 74).  As might be expected, Turner detailed some 

resistance he encountered while he was conducting his research on Gullah.   

 Turner (1948) pointed out that many Gullahs tend to be very wary of outsiders and went 

out of their way to speak “proper English” as best they could when strangers were around.  He 

said that it was imperative for a researcher of Gullah to go beyond having “a superficial 

acquaintance with their informants who speak a strange dialect” (p. 75).  Turner added: 

 

 The investigator of Gullah should know his Gullah informants so well that they will feel 

 no necessity for using a form of speech which they commonly reserve for strangers. This 

 form may be almost wholly English; whereas when speaking to friends and relatives they 

 will employ language which contains many Africanisms. (p. 75) 



 

 

 

To counter that situation and build rapport with Gullah informants, Turner urged researchers to 

have three major requisites to conduct an objective study of Gullah.   

 One requisite advocated by Turner (1948) was to have knowledge that “reliable 

documents reveal that a large majority of the slaves came direct from Africa to Charleston and 

other southern ports” (p. 74).  Based on his analysis of documents, Turner concluded that, “A 

careful study of the speech of the Gullahs reveals many African linguistic survivals” (p. 75).  A 

second requisite advocated by Turner was to have knowledge of the speech of Black people “in 

areas of the New World where they could have had no contact with the English language of the 

seventeenth and eighteenth centuries—such areas, for example, as Haiti, Brazil, and other non-

English regions of the New World” (p. 75). Turner reported he found that, “A study of the 

speech of the Negroes in these areas reveals the same characteristics that one finds in the non-

English portions of Gullah” (p. 75).   

 A third requisite advocated by Turner (1948) was to have knowledge and “some 

familiarity with African culture, especially with the African languages spoken in those areas 

from which the slaves were brought to the United States” (p. 75).   Turner charged that: 

 

  Mr. John Bennett, Ambrose Gonzales, George Philip Krapp, Reed Smith, Mr. Guy 

 Johnson, Mr. Mason Crum, and others who contend that Gullah is derived wholly  (or 

 practically so) from English reveal in their writings no knowledge whatsoever of the 

 several thousand African personal names still used by the Gullahs. (p. 83) 

 

According to Turner, the three requisites he detailed could “go a long way toward solving the 

first problem confronting the investigator of this dialect—that is, the problem of acquiring an 

adequate background for the study” (p. 75).  He added: “With such preparation the investigator is 

not inclined at the outset to the assumption that every strange Gullah word he encounters is an 

English word which the Gullah speaker is unable to pronounce intelligibly” (pp. 75-76).   

 The year after his article was published, Turner (1949) released his landmark book 

Africanisms in the Gullah Dialect.  Turner repeated some remarks he made in his article.  

However, in a section of his book labelled “Difficulties which have confronted Investigators of 

Gullah,” Turner added some details about an encounter he had in Georgia with some Gullahs 

when he brought a White man with him to an interview session. He wrote: 

 

  In the first place, the Gullah Negroes are extremely cautious when talking to 

 strangers. . . .  The Gullahs say that they have fared so badly at the hands of strangers 

 that they are  suspicious of anyone whom they do not know very well.  

     Again, the curiosity always displayed by a stranger on hearing Gullah and 

 frequently his lack of understanding of the temperament of the Gullah Negroes are a 

 source of great annoyance to them and increase their reticence and sensitiveness.  A few 

 years ago I invited the late Dr. Guy S. Lowman, Jr., principal field investigator for the 

 Linguistic Atlas of the United States and Canada, to accompany me on one of my trips to 

 the Sea Islands.  I wanted to see whether the impression Dr. Lowman got of the Gullah 

 sounds, many of which were clearly not English, was similar to my own.  On one of the 



 

 

 Sea Islands of Georgia, during an interview with one of my informants, Dr. Lowman 

 unintentionally used a tone of voice which the informant resented.  Instantly the interview 

 ended.  Apologies were of no avail.  The informant refused to utter another word.  In all 

 the remaining interviews during that trip I talked and Dr. Lowman remained discreetly 

 silent.  On my return to the Sea Islands several weeks later, I was confronted on every 

 hand with this question, mek una fa brin di bakra? Meaning, ‘Why did you bring the 

 white man?’  (pp. 11-12)     

 

He continued: 

 

  Moreover, when talking to strangers the Gullah Negro is likely to use speech that 

 is essentially English in vocabulary.  When he talks to his friends, however, or to the 

 members of his family, his language is different.  My first recordings of the speech of the 

 Gullahs contain fewer African words by far than those made when I was no longer a 

 stranger to them. One striking example of the superficial contact which the writers quoted 

 above had with this dialect, even though some of them believed that they knew the 

 Gullah Negro intimately, is the fact that not one of these writers observed any African 

 personal names among the Gullahs.  These names are so numerous, both on the Sea 

 Islands and on the mainland near by, that it is difficult for one to conceive of an 

 investigator’s not observing them.  It is true that in almost all of their dealings with white 

 people the Gullahs use their English names if they have any.  (p. 12)  

 

Turner explained that he found Gullahs often have African personal names as their given names 

or basket names (i.e., nicknames).  To get that type information from a Gullah informant, Turner 

recommended that researchers utilize the requisites he outlined as a process to establish rapport 

with the Gullah informants.   

 Some 10 years after his book appeared, Turner (1958) published an essay wherein he 

examined the influence of African cultures and reported that enslaved Black people managed to 

retain some of it after their arrival in Western Hemisphere.  Turner stated that, “Those aspects of 

African culture which have been most tenacious throughout the New World are survivals in 

languages, folk literature, religion, are, the dance, and music” (pp. 102-103).  He further related 

that “some survivals from the economic and social life of the Africans can also be found in the 

New World” (p. 103).  Turner referred to those survivals as cultural elements.  For Turner, there 

were six varieties of African survivals that he identified among enslaved Black people in the 

USA, including language, folk literature, religion, art, dance, and music.  He found those 

survivals among Gullah people in Georgia and South Carolina during his research expeditions.     

 

Material Culture Inside and Outside the Gullah Geechee  

Cultural Heritage Corridor  
 

 Material culture consists of things that one can see, touch, or feel.  It includes equipment 

such as a law book or sociology book, a computer, and the equipment used to prepare and serve a 

meal.  Material culture also includes the mediums of visual arts like sculptures; tabby houses and 

buildings; blacksmith tools; and midwife tools (Harrison, 2002a).  The discussion below will 



 

 

focus on mediums of visual arts like sculptures; tabby houses and buildings; blacksmith tools; 

and midwife tools that can be found inside and outside the Gullah-Geechee Cultural Heritage 

Corridor in Georgia.     

 In the book Chant of Saints edited by Michael S. Harper and Robert B. Stepo (1979), 

there is an article by Robert Farris Thompson (1979) titled “Siras Bowens of Sunbury, Georgia: 

A Tidewater Artist in the Afro-American Visual Tradition.”  Thompson stated that the main 

subject of his article was a Black sculpturer named Siras Bowens.  However, he also covered 

other areas to provide context, including the origins of the roots tradition found all over Georgia.  

Thompson tells us that Bowens died on February 19, 1966 in Sunbury, Georgia, a small hamlet 

on the coast of Liberty, County.  His World War I Draft Registration Card indicates that he was 

born on July 4, 1878.  When the draft registration card was completed on September 12, 1918, 

Bowens was 40 years old and living in McIntosh, Georgia, a small hamlet in Liberty County 

(Local Board for the County of Liberty, 1918). 

 According to Thompson (1979), during the Great Depression, Siras Bowens heard a 

voice in his head tell him to “make images in wood in honor of your family dead” (p. 231).  Siras 

Bowens began to make wooden sculptures in Sunbury Baptist Church’s burial ground.  

Regarding his creative process, Thompson related that: 

 

 He began to roam the pine forests surrounding Sunbury, looking for unusual 

 branches, twigs, and chunks of trees.  Where others saw lumber, he discovered shadowed 

 presences.  He knew what he needed and where to find it.  And the talent became a matter 

 of common admiration: “he’d go in the woods, find him a tree, all kinds of different pine 

 trees with crooks in them.  I doubt if I could fine stuff like that.” (p. 232) 

For Thompson, the creative process of Siras Bowens reflected an Africanism.  Based on his 

analysis of the sculptures Siras Bowens created, Thompson concluded that: 

  The focus of selectivity recalls certain Kongo icons of metaphysical power and 

 discernment; for trees with crooks in them and twisted roots, so it is believed in Bas-

 Zaire, are the very signs of Funza, the spirit who brought to mankind, ages ago, the 

 sacred medicines (minkisi) of God.  (p. 232) 

Thompson stated that the style of the sculptures and graves in the burial ground “most strongly 

recall Kongo and Angola” (p. 237).  He also reached the conclusion that, “Siras Bowens was 

almost certainly influenced by streams of philosophical continuity from Kongo and Angola” (p. 

236).     

 Thompson reported that the Africanism found in the works of Siras Bowens derived from 

the influences of “the lore of the Chokwe of northern Angola” (p. 232).  He also informed us that 

the Africanism found in the works of Siras Bowens derived from the influences the North 

Kongo.  Thompson stated that “in North Kongo the noble medicine-bundle called nkita is 

imputed the power to create crooked shapes in nature and another strong charm, ndempo, takes 

shape in twisted roots and singular plant formations” (p. 232).   He added that the iconology of 

Bas-Zaire and Northern Angola can be found because those areas “sons and daughters were 

illegally brought to the coast of Georgia as late as the 1850’s” (p. 232).   

 Along with his text, Thompson (1979) included four images he labelled plates.  

Thompson said that Plate 1 depicts a “bi-lingual” grave “with sea shells and glass bottles and 

porcelain containers (sometimes perforated and placed on the ground upside-down) sited on axis 



 

 

between the Western foot-and head-stones” (p. 230).  Plate1 shows seashells and several vases 

sitting on top of the grave.  One of the vases is turned upside down.   Plate 2 depicts an image of 

a group basins and vases turned upside down. Thompson explained that, “Depositing—on 

hallowed ground—an upturned basin with single tiny perforation, ‘kills’ the object and sends it 

to the other world with the departed owner; this device mirrors custom in Kongo” (p. 230). In 

Bas-Zaire, according to Thompson, people “associate the concept, bikinda, ‘spirit of a dead man 

in the ground,’ with its verbal root, kindama, ‘to be upside-down’” (p. 231).  He further 

explained that “the belief that death turns things upside-down persists and provides background 

for the southern black custom of sometimes inverting flower-pots or porcelain bowls over a final 

resting-place” (p, 231).    

 With Plate 3 and Plate 4, Thompson (1979) continued to show the Africanism displayed 

in the works of Siras Bowens.  Plate 3 presents an entrance leading into the graveyard.  The 

entrance features two brick pillars with a wooden staff near each. Thompson exclaimed that: 

 . . . it is clear that Bowens meant to communicate inherent power in his standing 

 monoliths of forked wood.  Thus, in the ’thirties, he designed the entrance to the family 

 portion of the cemetery so that visitors were caused to pass through flanking 

 columns of crooked pine set before matching shafts of brick.  These staffs indicate the 

 way to the dead. (p. 233) 

Plate 4 provides an image of four sculptures found in the Bowens’ family enclosure.  Thompson 

related that, “Inside the family enclosure, Bowens erected four sculptures made of available 

pieces of forest wool and aligned them carefully.  They faced the entrance.  There were four 

sculptures standing in 1939” (pp. 233-234).  He said that, “The right was guarded by a vital 

sculpture of a snake, set upon a pedestal of forked wood” (p. 235).  Sadly, Thompson reported 

that only one figure was still standing by 1975.  Thompson said that, “Almost unnoticed stands a 

small shaft of wood, set in the earth to the right of the column with hollowed eyes in shadow, 

like a junior spirit in relation to the major sculptured presences” (p. 235).   

 Thompson (1979) did not indicate that he ever met Siras Bowens. However, his footnotes 

indicate that he did communicate with Robert Allardice, who conducted an interview with Aaron 

Bowens in Sunbury on August 5, 1969.  Allardice generously shared a tape of the interview with 

Thompson.  Thompson conducted his field research in Sunbury Baptist Church burial ground in 

1968 and 1975.  Based on his research, Thompson surmised that the work of Siras Bowen 

reflects an Africanism.  He also speculated that Siras Bowens may have had the “role as an 

outright healer” (p. 233).  Thompson reported that “at least one person has suggested that here 

was a black man who really knew how to work with leaves and roots” (p. 233). 

 In Georgia’s Glynn County and Camden County, one can find some important structures 

made out tabby.  Those structures date back to the enslavement period.  Jekyll Island has a 

marker which offers a description of tabby.  It states: 

 

 Tabby was the building material for walls, floors, and roofs widely used throughout 

 coastal Georgia during the Military and Plantation Eras. It was composed of equal parts 

 of sand, lime, oyster shell and water mixed into a mortar and poured into forms. 

 The limed used in tabby was made by burning oyster shell taken from Indian Shell 

 Mounds, the trash piles of the Indians. 



 

 

 The word tabby is African in origin, with an Arabic background, and means “a wall 

 made of earth or masonry.” This method of building was brought to America by the 

 Spaniards. 

 When the Coquina (shell rock) quarries near St. Augustine were opened, hewn stone 

 superseded tabby for wall construction there. Coastal Georgia has no coquina, so tabby 

 continued to be used here even as late as the 1890’s. 

 

The marker contains information at the bottom which reveals it was installed in 1956.  That 

information also tells us it was installed by the Georgia Historical Commission as marker 

number 063-16.10 

 On St. Simons Island in Glynn County, three houses built of tabby were observed by the 

present writer in 2019.  Each one of the tabby houses were homes to Black people during 

slavery.  Two of the tabby houses sit side by side on Gascoigne Bluff, which overlooks the 

Frederica River.11 They were part of the Hampton Plantation during the antebellum period. A 

historical marker was placed in front of the buildings in 1965 by the Cassina Garden Club 

Houses.  It states the following: 

 

 These houses were slave cabins on the Gascoigne Bluff section of Hamilton Section 

 which was developed in 1793 by James Hamilton into one of the largest estates on St. 

 Simons Island. Eventually this Gascoigne Bluff area was given to Glynn County for a 

 park honoring the first naval site in America.  These cabins were given to the Cassina 

 Garden Club in 1931 for preservation purposes.    

 

The present writer measured the width and depth of each home.  Both homes were found to be 

24 feet wide and 12 feet deep.12  

 A second historical marker provides details regarding the establishment of Hamilton 

Plantation and the section known as Gascoigne Bluff. That marker states: 

 

 In 1800 James Hamilton, with his partner John Couper, purchased land at Gascoigne 

 Bluff. Under Hamilton’s stewardship, Hamilton Plantation became one of the major 

 producers St. Simons producers of long-staple cotton. After Hamilton moved to 

 Philadelphia, management oversight was carried out by his namesake, James Hamilton 

 Houston, who eventually owned Hamilton.  From colonial days, Gascoigne Bluff had 

 served as a deep-water landing.  In the plantation era, imported goods and cotton exports 

 for the entire island were transported through Hamilton Plantation’s wharf.  Two tabby 

 cabins that housed some of the plantation’s slaves have been preserved at the bluff.    

 

The marker also states that it was “Erected by the Georgia Historical Society, Coastal Georgia 

Historical Society, Friends of Coastal Georgia History, and Sea Island Company.”  In addition, 

the marker notes that it was installed as marker number 63-8 during 2008.13 

 The third tabby house sits near the St. Simons airport.  During 2019, the tabby house was 

being used a gift shop.  Two markers were observed on this site.  One marker was located 

towards the left front of the house and indicated that the cabin was a part of the Retreat 

Plantation. Titled the “Tabby House Preservation,” the marker states that: 

 



 

 

  Built in 1805 as a slave cabin for Retreat Plantation acquired in 1949 and 

 maintained by Sea Island Company.   

  Our recently completed restoration followed original construction methods.  

 Although we are accustomed to seeing tabby walls with the shells exposed, earlier 

 craftsmen would have covered the exterior walls with stucco and the interior walls with 

 plaster to protect the tabby.  That has been done, with keeping with the old ways. Finally, 

 the exterior walls were scored to look like stone, also part of the original design of 

 Retreat Plantation.     

 

The first marker contains no information regarding its installation date. The color of the marker 

is green and white.14   

 The second marker was located towards the left rear of the house and indicated that it was 

a part of the Retreat Plantation.   The marker states: 

 

 This tabby slave cabin of Retreat Plantation, now the Sea Island Golf Course, was one of 

 eight cabins that stood in this area, known as New Field. The slaves who lived here tilled 

 the Sea Island cotton fields nearby. Each of these cabins was 48 x 18 ft. with a partition 

 and a chimney in the center. They stood about 300 feet apart and were shaded by 

 beautiful live oak trees. Retreat Plantation, originally the property of the Spalding family, 

 was sold to Major William Page whose daughter. Anna Matilda Page, married Hon. 

 Thomas Butler King, M.C. 

 

The present writer measured the width and depth of the home.  It was confirmed to be 48 feet 

wide and 18 feet deep. Originally, the eight cabins were divided into two homes with a two-sided 

chimney and partition in the middle.  The marker contains information at the bottom which 

reveals it was installed in 1954.  That information also tells us it was installed by the Georgia 

Historical Commission as marker number 063-7.15 

 In Camden County, there is at least one standing structure made of tabby.  The structure 

stands on the grounds of the Kings Bay Naval Submarine Base.   

 

 These are the ruins of a tabby sugar works built by John Houston McIntosh at New 

 Canaan Plantation soon after 1825. In his sugar house McIntosh installed what was, 

 according to Thomas Spalding, the first horizontal cane mill worked by cattle power.  

 McIntosh, born in 1773 in what is now McIntosh County, settled in East Florida as a 

 young man and became a leader of a group of American citizens who, during the War of 

 1812, plotted the annexation of East Florida to the United States. This plot crushed by the 

 Spanish government, McIntosh removed to Georgia and acquired two plantations in 

 Camden County, Marianna, where he built a home, and New Canaan, where he began the 

 cultivation of sugar cane under the influence of Thomas Spalding, who had experimented 

 in sugar production and seen the use of steam-propelled horizontal cane mills in 

 Louisiana. 

 After McIntosh’s death in 1836, New Canaan was sold to one Col. Hallowes, who 

 changed the name of the plantation to Bollingbrook and lived there until after the Civil 

 War. During the war, Hallowes planted cane and made sugar in the McIntosh sugar 

 house. He also used the tabby sugar works as a starch factory, producing arrowroot starch 

 in large quantities. 



 

 

 

At the bottom of the marker, it contains information which shows it was installed in 1963.  That 

information also notes that it was installed by the Georgia Historical Commission as marker 

number 020-12.16 

Blacksmith 
 

 During 1983, there was an interview conducted by Herman Harris with Florence Dixon 

Woodard at his home in Bath, South Carolina. In the interview, Florence Dixon Woodard she 

said that Jordan Frazier, Sr., a member of the Morgan-Frazier family clan, was a blacksmith.  He 

was born into slavery during 1858 in Camden County, Georgia and died in Wayne County’s 

Screven, Georgia in 1925.  Screven is exactly 50 miles from the Georgia coast.  Looking back at 

his life and times, Florence Dixon Woodard said: 

 

 He made all of the caskets for the family.  Grandpa took his boards and put them under 

 the house so that when he died they could make his casket.  But Papa had died and a 

 White man made Grandpa’s casket.  Grandpa Frazier made caskets for people and he was 

 a blacksmith.  He was the only in Wayne County at that particular time.  (Harris, 2003, p. 

 74)    

 

Florence Dixon Woodard added: 

 

 He built him a house and had all his friends to come there and drink liquor and 

 moonshine with him. He would drink moonshine and Papa would get to fighting.  

 [Woodard laughs] He would fight. This old White man--Papa was his blacksmith.  He 

 made all of our irons.  He was quite a man honey.  He made our irons what we ironed 

 with.  He drove all of these trucks in Wayne County, but he would get drunk.  Finally, 

 this old White man come here and told him, “Jordan, I am just tired of you getting drunk. 

 . . . The next time you come there drunk I am going to shut the door in your face.”  Papa 

 said, “I will break Moses law.  Goodbye!”   He come on home.  They had to get him 

 because he was the only person—the onliest one—who could do that work.  How he 

 could bend that iron!  I wished I had that homemade iron he made.  We didn’t have sense 

 enough to keep those things what Papa made.  He made everything.  He could do 

 everything.  He had a pair of hands that could do everything.  He was quite a man.  He 

 was a smart old man.  (Harris, 2013, p. 80) 

In the case of Jordan Frazier, Sr., it was made clear that Florence Dixon Woodard deeply 

admired the man who was her maternal grandfather.  Jordan Frazier, Sr. was the father of her 

mother Minnie Dixon Frazier and the great-grandfather of the present writer.  The interviewer, 

Herman Franklin Harris, Sr., was the first cousin of Florence Dixon Woodard and the second 

cousin of the present writer.  His mother-in-law wife was Sarah Morgan Frazier and she will be 

discussed in the next session as a midwife. Jordan Frazier, Sr. was married to Matilda Morgan 

Frazier, who was the daughter of Sarah Wells Morgan and Alex Morgan. Florence Dixon 

Woodard expressed great regret that the family clan did not hold onto the irons that Jordan 

Frazier, Sr. made with his own hands.17    

 

 



 

 

Midwife 
 

 As mentioned above in the previous section, Herman Franklin Harris, Sr. conducted an 

interview with Florence Dixon Woodard at his home in Bath, South Carolina during 1983. 

Herman Franklin Harris, Sr. asked her questions about Sarah Wells Morgan as well as her son-

in-law Jordan Frazier, Sr.  Florence Dixon Woodard informed Herman Franklin Harris, Sr. that 

Sarah Wells Morgan was a midwife.  She was born into slavery during 1835 in Telfair County, 

Georgia and died in Wayne County’s Screven, Georgia in 1926.  Reflecting on her life and 

times, Florence Dixon Woodard said: 

 

 Well, Grandma Sarah was a nice person.  She was a midwife.  She delivered all of us—

 all of her grandchildren and a great many of the White people.  She delivered me, Ada, 

 Annie Bell.  All of them she delivered.  She was the midwife. (Harris, 2013, p. 72) 

 

Florence Dixon Woodard noted that Sarah Wells Morgan and her daughter Matilda Morgan 

Frazier were both midwives who performed their services in Wayne County, Georgia.18   She 

also pointed out that Sarah Wells Morgan and Alexander Morgan had a farm in McKinnon, 

Georgia (later Broadhurst, Georgia), which was a small hamlet next to Screven. She said, “Mama 

and them used to talk about how it was a joy and such an outing to go to Grandma Sarah’s 

because she had this big house.  They were good livers and she had this nice farm” (Harris, 2013, 

p. 72).  Woodard added: “They had a farm and every kind of animal you can remember—duck, 

geese, goats, sheep, cows, mules, and a horse.  They had turkeys!  She sold her turkeys to old 

man Edgar Robinson.  Then, they broke up housekeeping after Grandma died” (Harris, 2013, p. 

72).  

 Whereas Jordan Frazier, Sr. engaged in voluntary migration to Wayne County after the 

Civil War, other members of his family remained in Camden County, including his half-brother 

William Lattany.  The wife of his brother William Lattany was Justine Lattany, a midwife.  In 

the book St. Marys and Camden County, Patricia Barefoot (2001) reported that: 

 

 Justine Lattany (1877-1964) served north Camden County as a rural midwife often 

 accepting farm products or “country pay” such as a side of bacon for her services.  

 Similar to many other Camden County midwives, Lattany birthed both white and black 

 children.  Another former nurse practitioner, Viola D. Hummings recalled that in the 

 early years of midwifery, whenever they received money, the fee was $3.  When her 

 woodsrider husband, William Lattany (1851-1924), died, she bore the brunt of rearing 

 four of twelve children in the sandhill community of “Red Cap,” where Lattany family 

 members live today.  (p. 81)    

 

The information regarding Justine Lattany accompanied a photograph of her that was provided to 

Patricia Barefoot courtesy of Abra Lattany Reed and Phorestine Appling.  However, there is an 

error in the information.  Census data shows that Justine Lattany was married to a William 

Lattany, who was born in April 1878 and may have died in December 1924.  Nevertheless, there 

is no doubt that both Justine Lattany and her relative Sarah Wells Morgan utilized the midwife 

tools available during their lifetimes.  Whereas Justine Lattany performed her services inside the 

Gullah Geechee Cultural Heritage Corridor in Camden County, Sarah Wells Morgan performed 



 

 

her services outside the Gullah Geechee Cultural Heritage Corridor in Wayne County 

(Cromartie, 2013).19      
 

Nonmaterial Culture Inside and Outside the Gullah Geechee  

Cultural Heritage Corridor  

 
 Nonmaterial culture consists of things that one cannot see, touch, or feel.  It includes 

norms and ideas.  Nonmaterial culture also contains values and beliefs (Foroutan, 2019).  In the 

view of the present writer, the spread of Africanisms, in the form of nonmaterial culture, goes 

back to the enslavement period. The body of literature known as the slave narratives has some 

limitations due to the type of questions presented by the interviewers to the interviewees in the 

WPA collection.  However, there is still “some there there” in the narratives.  For example, the 

narratives have a lot of gems.  One can see the evolution of Gullah from a pidgin language to a 

Creole language. One can also see the development of Gullah from a Creole language to Ebonics 

(Federal Writers’ Project, 1941b, Federal Writers’ Project, 1941c, Federal Writers’ Project, 

1941d, 1941e; Wood, 1974).  

 Some of the other gems pertain to roots, which is another name for Hoodoo and Voodoo, 

and folk beliefs.  The WPA interviews show that the majority of the slave narratives in the 

collection reveal that the interviewers presented interviewees with questions about roots and folk 

beliefs.  As Black people moved from the eastern seaboard of Georgia towards the western part 

of the state, they took their roots, folk beliefs, and other Africanisms with them (Federal Writers’ 

Project, 1941a, Federal Writers’ Project, 1941b, Federal Writers’ Project, 1941c, Federal 

Writers’ Project, 1941d, 1941e).  Turner (1948) advised us to consider that social condition when 

he wrote: 

 

 . . . I should call attention to the fact that even though this discussion has been confined to 

 Negroes in the Gullah region, it is not wholly inapplicable to Negroes in other parts of the 

 South.  The Gullahs are and have been continually moving westward and northward.  

 Since in doing so they carry their speech patterns with them, persons investigating Negro 

 speech in Alabama, Mississippi, or elsewhere may find it to their advantage to be 

 acquainted with the Negro’s African background and to know the Negro informant so 

 well that there will be occasion for him to use the language which he commonly reserves 

 for strangers.  (p. 84)  

 

Turner was correct about the Gullah Geechee cultural heritage going beyond what he termed the 

Gullah region.  It was solid advice to urge other researchers to become aware of the African 

background of Black people and to know respondents so well that will avoid the use of language 

and other customs they commonly reserve for stranger. 

 When she conducted research on the Negro Spirituals in Georgia, Lydia Parrish 

(1942/1992) had a similar experience to Turner. Following Carter G. Woodson and others, 

Parrish rejected the notion that the Negro Spirituals have a White origin.  Despite her recognition 

of the African origin of the Negro Spirituals, Parrish was a White outsider who encountered 

problems getting Gullah Geechee people to share their culture with her.  Parrish wrote:    

 

  There are survivals of African songs on the coast of Georgia.  But let no outsider 

 imagine they can be heard for the asking.  From experience I know this to be true.  It took 



 

 

 me three winters in St. Simon’s [sic] to hear a single slave song, three times as many 

 winters to see the religious dance called the ring-shout, still more winters to unearth the 

 Buzzard Lope and similar solo dances, and the game songs known as ring-play.  It may 

 be only a coincidence, but the “funny songs” with African words, translated by Dr. 

 Lorenzo D. Turner, have been the last to be found.  They were discovered about the time 

 Negro educators began to teach their pupils that the term African was not synonymous 

 with barbarism, and that Africa had a culture of its own.  (p. 20)       

 

Based on her experiences, Parrish remarked that, “The secretiveness if the Negro is, I believe, 

the fundamental reason for our ignorance of the race and its background, and this trait is in itself 

probably an African survival” (p. 20).  Through her experiences, Parrish said she learned “the 

importance of knowing what questions to ask cannot be overestimated” (p. 21). 

    

Root Men and Root Women Inside and Outside the Gullah Geechee Cultural 

Heritage Corridor 

 
 In the book Drums and Shadows which was conducted by researchers from the Savannah 

Unit (1940/1972, 1940/1986) of the Georgia’s Writers Project and Works Project 

Administration, the interviews revealed that Georgia has a long history of root men and root 

women inside and outside the corridor. The interviewers focused on coastal Georgia and reported 

that they identified the presence of root men and root women on St. Simons Island, St. 

Catherines Island, and Wilmington Island.  They also identified the presence of root men and 

root women on mainland locations such as Yamacraw, Sandfly, Tin City, Brownville, 

Tatemville, Currytown, and Springfield.  The local Black people often referred to them root men, 

root women, and root doctors.  St. Simons Island had Alexander Butler, Okra Couper, and Tom 

Floyd as root doctors.  The root doctor on St. Catherines was Uncle John Bowen. Smart McCall 

was the root doctor on Wilmington Island.   

 The interviewers from the Savannah Unit (1940/1972, 1940/1986) identified Dr. Buzzard 

as the root doctor in Yamacraw.  Ophelia “Madam Truth” Baker was identified in Sandfly as a 

root doctor.  Tin City had Joe Fraser as a root doctor.  William Edwards and George W. Little 

were root doctors in Brownville.  Tatemville had Sylvia Higgins as a root doctor.  Doctor 

Johnson was a root doctor in Currytown.  Aunt Sally, Clara, Dr. Shepard, and James Washington 

were all root doctors in Springfield.       

       During the 1930s, Harry Middleton Hyatt (1935) published a book titled Hoodoo—

Conjuration—Witchcraft—Rootwork: Beliefs Accepted by Many Negroes and White Persons 

These Being Orally Recorded Among Blacks and Whites.  Hyatt reported that purpose of his 

research was to show the layman’s attitude towards Hoodoo, conjuration, and rootwork and the 

practitioners involved with it. Typically, the practitioners were called root doctor, root man, 

Through his interviews, Hyatt sought to have the root doctors provide an explanation of their 

beliefs and works. He reported that he found a lot of diversity among the root men and root 

women, and no two were alike in their person or performance.   

 According to Hyatt (1935), he interviewed 371 people before he found his first root 

doctor.  Eventually, Hyatt was able to locate a root doctor in Brunswick, Georgia as well as  

Waycross, Georgia outside the corridor.  He also found a root doctor in Jacksonville, Florida; 

Sumter, South Carolina.  Hyatt related the root doctor in Waycross, Georgia was named Doctor 



 

 

Yousee. He explained that Dr. Yousee used the awareness of the four corners of the earth his 

ritual related to a spiritual command.   

 Some 30 years later, Robert Farris Thompson (1979) conducted field work in southeast 

Georgia in the vicinity of Waycross and Brunswick outside of the corridor.  Although he focused 

his research on the sculptures of Siras Bowens in the burial ground of the Sunbury Baptist 

Church in Sunbury, Georgia, he acknowledged the research of Hyatt with Dr. Yousee outside the 

corridor.  To assist the readers, Thompson made the Dr. Yousee’s language more like Standard 

English as opposed to Buckra and Ebonics.  Nevertheless, Robert Farris Thompson stated that 

there is a documented Kongo and Angola influence in the work of root doctors like Dr. Yousee.  

In his analysis, Robert Farris Thompson concluded the that the “black folk healers’ sign of the 

‘four corners of the world’ . . . very probably derived from the sign of the cosmos and 

reincarnation in ancient Kongo which also remerged, among slaves from Bas-Zaire, in Haiti and 

in Rio” (p. 236).   

 Thompson (1979) gave Harry Middleton Hyatt credit for making “a full attestation” of 

the symbol of the four corners of the world in the rootwork of Dr. Yousee in Waycross.  

Thompson reported that, “Although his role as an outright healer remains to be established, it is 

clear that Bowens meant to communicate inherent power in his standing monoliths of forked 

wood” (p. 233).  However, Thompson reported that Siras Bowens was almost certainly 

influenced by streams of philosophical continuity from Kongo and Angola” (p. 236).  Thompson 

asserted that, “The practice of indigenous healing still goes on in tidewater Georgia and the 

Carolina low country” (p. 233).  He continued: “. . . the more famous of these ‘root men’ and 

‘root women’ have begun to earn the respect of students of indigenous healing and parallel 

medicine” (p. 233).  In his view, researchers have found Africanisms in the form of “the 

iconology of Bas-Zaire and Northern Angola, whose sons and daughters were illegally brought 

to the coast of Georgia as late as the 1850’s” (p. 232).  For Thompson, Dr. Yousee and Siras 

Bowens were influenced by the same African sources.     

    

Folk Beliefs Inside and Outside the Gullah Geechee Cultural Heritage Corridor  
 

 The Center for Southeast Asian Studies (2016) has defined folk beliefs as ideas that are 

transmitted as a part of “a people’s value system and culture. They basically reflect the customs, 

traditions, and mores of a group, which may be based on religious beliefs, opinions, old or 

popular practices” (p. 1).  According to the Center for Southeast Asian Studies, people can hold 

“a number of folk beliefs about life, family, luck, wealth, etc.” (p. 1).  Folk beliefs can also 

involve “superstitious beliefs” (p. 1).  In addition, folk beliefs can involve “how a people view 

the unknown and the means to appease the gods that control the future” (p. 1).20 

 Monroe N. Work (1905) was one of the first persons to write about the folk beliefs of people 

with a Gullah Geechee heritage.  He was also one of the first people to use the term Geechee in 

print. In his article titled Some Geechee Folk-Lore, Work identified 11 proverbs, 8 miscellaneous 

beliefs, 15 animal beliefs, and 10 plant superstitions.  Although his definition of the term 

Geechee was problematic, Work did a better job of identifying proverbs, miscellaneous beliefs, 

animal beliefs, and plant superstitions.    

 One of the key proverbs Work (1905) included was: “A hard head makes a soft back” (p. 

633).  One of the key miscellaneous beliefs was: “If you have ‘hopping John’ (rice and peas 

cooked together) and hominy on New Years Day you will have plenty to eat all year” (p. 634).  

A key animal belief was: “If a rooster crows after sundown you are likely to hear of trouble of 



 

 

some kind” (p. 635).  A key plant superstition was: “If you set out a tree and name it after a large 

person it will grow to be a large tree” (p. 635).   

 Some 15 years later, Work (1919) published an article titled Geechee and Other 

Proverbs.  Work published 25 proverbs in that issue.  All but two of those folk sayings appeared 

15 years before. The three proverbs, miscellaneous beliefs, animal beliefs, and plant superstitions 

are relatively widespread inside and outside the Gullah Geechee Cultural Corridor. Whereas 

Work conducted his research on folk beliefs inside the culture, the present writer has observed 

some of the ones that he identified outside the corridor.  For example, the present writer observed 

his mother Julia Frazier Cromartie Boyd cooking Hopping John as a norm on New Year’s Day in 

Waycross, Georgia.  The present writer also observed his mother saying a hard head makes a soft 

behind. A widespread folk belief not included by Work that the present writer has observed 

outside and inside the corridor was the norm to not split a pole when walking with a companion. 
    

Folk Tales Inside and Outside the Gullah Geechee Cultural Heritage Corridor 

 Lorenzo Dow Turner (1958) said that, in the USA, he found that the influence of West 

African folk literature was unmistakable found in the form of folk tales, proverbs, and riddles.  In 

the case of folk tales, Turner stated that it was possible for a researcher to get genuine Gullah 

folk tales directly from Gullahs inside the area now called the Gullah Geechee Cultural Heritage 

Corridor.  Turner wrote: 

 

  Many Gullah stories contain African words, phrases, and sentences. Frequently 

 these African portions are accomplished by explanations in English. Plot structure and 

 character portrayal in these tales told by the Gullahs remain essentially the same as in the 

 African tales, with the exception that certain animals may be substituted for their African 

 counterparts, such as  the rabbit for the African hare and the tiger for the African leopard. 

 Among the Gullahs the rabbit appears to be more common than the hare is in African 

 tales, and the tortoise and spider are less common.  (p. 111) 

 

Based on his research, Turner concluded that folk tales among the Gullahs convey a moral 

lesson, furnish entertainment, and furnish recreation.  Turner pointed out that folk tales can also 

be used to “symbolize unjust rulers and certain others as the victims of such injustice” (p. 111).   

 It was pointed out by Turner (1958) that the collection of folk tales inside and outside of 

the corridor have been conducted by Joel Chandler Harris, Ambrose Gonzales, S.G. Stoney and 

G.M. Shelby, Irwin Russell, Charles Colcock Jones, Jr., and others.  For example, Joel Chandler 

Harris (1880, 1883) collected his Uncle Remus folk tales outside the corridor in middle Georgia.  

In contrast, Charles Colcock Jones, Jr. (1888, 1888/2000) collected his Gullah folk tales on the 

coast inside the corridor.  The present writer has observed folk tales being used by Black people 

outside the corridor to convey a moral lesson, furnish entertainment, and furnish recreation.      
  

  Negro Spirituals and the Ring Shout Inside and Outside the Gullah Geechee  

Cultural Heritage Corridor 
 

 The Negro Spirituals and the Ring Shout are two customs that can be found among Black 

people inside and outside the Gullah Geechee Cultural Heritage Corridor.  In the case of the 

Negro Spirituals, which are also known as the Sorrow Songs, it is a body of songs that can be 



 

 

heard in Black churches and Black homes inside and outside the corridor.  The body of songs 

known as the Negro Spirituals and the Sorrow Songs belong to a genre called folk songs.  Henry 

Edward Krehbiel (1914) informed us that folk songs are “the song of the folk; not only the song 

admired of the people but, in a strict sense, the song created by the people.  He added: 

 

 It is a body of poetry and music which has come into existence without the influence of 

 conscious art, as a spontaneous utterance, filled with characteristic expression of the 

 feelings of a people. Such songs are marked by certain peculiarities of rhythm, form and 

 melody which are traceable, more or less clearly, to racial (or national) temperament, 

 modes of life, climatic and political conditions, geographical environment and language.  

 Some of these elements, the spiritual, are elusive, but others can be determined and 

 classified.  (pp. 2-3) 

 

Krehbiel further explained that, “Folksongs are echoes of the heart-beats of the vast folk, and in 

them are preserved feelings, beliefs and habits of vast antiquity” (p. 3). He stated that the body of 

songs known as the Negro Spirituals and the Sorrow Songs were examined by Lucy McKim in 

1862, H. G. Spaulding in 1863, Thomas Wentworth Higginson in 1867, and William Francis 

Allen in 1867.21 

 Thomas Wentworth Higginson (1869) reprinted his article on “The Negro Spirituals” in 

his book Army Life in a Black Regiment.  He provided the lyrics, or partial lyrics, to 36 songs 

sung by Black men in the First South Carolina Volunteers.  Higginson gave credit to Robert 

Sutton, a corporal in his First South Carolina Volunteers, for having an “iron memory” that was 

ablet to hold “the details of a sing as if it were a ford or a forest” (p. 150).   He spent many 

joyous hours listening to the beautiful and powerful songs sung by Black soldiers in the First 

South Carolina Volunteers.  To his delight, the Black soldiers would sometimes hold a shout.  

Higginson said their favorite song to sing was Hold Your Light.  A second song they would sing 

with the “flower of poetry” was I Know Moon-Rise.  A third song was the plaintive Many 

Thousand Gone which spoke of rebellion to enslavement.  In Appendix B of his book, Higginson 

mentioned that the Black men in the First South Carolina Volunteers also sang John Brown’s 

Body.  

 Some 30 years after, W.E.B. Du Bois (1903a) published his book The Souls of Black 

Folk, which included his essay “The Sorrow Songs.”  Du Bois began his essay in two important 

ways. One way Du Bois started his essay was with a verse from the Negro Spiritual song called 

Lay This Body Down.  He quoted that verse as follows: 

 

 I walk through the churchyard 

          To lay this body down; 

    I know moon-rise, I know star-rise; 

 I walk in the moonlight, I walk in the starlight; 

 I’ll lie in the grave and stretch out my arms, 

 I’ll go to judgment in the evening of the day, 

 And my soul and thy soul shall meet that day, 

              When I lay this body down. 

 

As was the case with Thomas Wentworth Higginson, the flower of poetry in the song touched 

Du Bois in a profound way.  Du Bois explained that the body of songs known as the Negro 



 

 

Spirituals, as well as the Sorrow Songs, had “stirred” him since he was a child.  He also 

explained that it was through these “old songs in which the soul of the black slave to men” (p. 

155).   

 A second way Du Bois (1903a) started his essay was to relate that, “They that walked in 

darkness sand songs in the olden days—Sorrow Songs—for they were weary at heart” (p. 154).  

He said that, “They came out of the South unknown to me, one by one, and yet at once I knew 

them as of me and of mine” (p. 155).  Once he arrived at Fisk University, its Jubilee Hall became 

the setting wherein he hear those stirring songs.  Du Bois referred to Jubilee Hall as a “great 

temple builded of these songs towering over the pale city.  He added: 

 

 To me Jubilee Hall seemed ever made of the songs themselves, and its bricks were red 

 with the blood and dust of toil.  Out of them rose for me morning, noon, and night, bursts 

 of wonderful melody, full of the voices of my brothers and sisters, full of the voices of 

 the past.  (p. 155) 

 

Du Bois exclaimed that the body of music known as the Negro Spirituals and the Sorrow Songs 

“stands to-day not simply as the sole American music, but as the most beautiful expression of 

human expression born this side of the seas” (p. 155).  Similarly, Du Bois asserted that the body 

of songs known as the Negro Spirituals and the Sorrow Songs “still remains as the singular 

spiritual heritage of the nation and the greatest gift of the Negro people” (p. 155).  

 Du Bois (1903a) thought it was important to give credit when it is due.  He credited 

people from the Sea Island with a Gullah Geechee heritage with being the source of the body of 

songs known as the Negro Spirituals and the Sorrow Songs.  Du Bois wrote: “Their appearance 

was uncouth, their language funny, but their hearts were human and their singing stirred men 

with a mighty power” (p. 155).  He gave credit to Thomas Wentworth Higginson for having 

“hastened to tell of these songs” (p. 155).”  Likewise, Du Bois gave credit to Lucy McKim 

Garrison, also known as Lucy McKim, for having “urged upon the world their rare beauty” (p. 

155). 

 In his essay, Du Bois (1903a) described the body of music known as the Negro Spirituals 

and the Sorrow Songs as “the articulate message of the slave to the world” (p. 156).  Du Bois 

stated that one “can gainsay the heart-touching witness of these songs” (p. 157).  He continued:  

 

 They are the music of an unhappy people, of the children of disappointment; they tell of 

 death and suffering and unvoiced longing toward a truer world, of misty wanderings and 

 hidden ways.  The songs are indeed the siftings of centuries; the music is far more ancient 

 than the words, and in it we can trace here and there signs of development.  (p. 157)   

 

For Du Bois, the message in those songs reflect “real poetry and meaning beneath conventional 

theology and unmeaning rhapsody” (p. 159).   

 Du Bois (1903a) revealed that an African song was passed down in his extended family 

from one generation to the next for some 200 years.  He shared the following verse from the 

song: 

 

 Do ba-na co-ba, ge-ne me, ge-ne me! 

 Do ba-na co-ba, ge-ne me, ge-ne me!  

 Ben d’ nu-li, nu-li, nu-li, nu-li, ben d’ le. 



 

 

Du Bois said that the grandmother of his grandfather Tom Burghardt started the tradition in the 

family.  Tom Burghardt’s daughter, Anna Burghardt Du Bois, then passed it down to her son W. 

E. B. Du Bois.  He further related that:   

 

  The child sang it to his children and they to their children’s children, and so two 

 hundred years it has travelled down to us and we sing it to our children, knowing as little 

 as our fathers what its words may mean, but knowing well the meaning of its music.   

 (p. 157) 

 

Thus, Du Bois was aware that that there were some songs that the enslaved Africans brought 

with them Africa.  He was also aware that there were some songs that the enslaved Africans 

created from their lived experiences inside and outside of what is now known as the Gullah 

Geechee Cultural Heritage Corridor. 

 For his discussion of the body of songs known as the Negro Spirituals and the Sorrow 

Songs, Du Bois (1903a) selected 10 songs.  Regarding his selections, Du Bois described them as: 

“Ten master songs, more less, one may pluck from this forest of melody—songs of undoubted 

Negro origin and wide popular currency, and songs peculiarly characteristic of the slave” (p. 

157).  In addition to Lay This Body Down, that list of 10 songs included Nobody Knows the 

Trouble I’ve Seen; Swing Low, Sweet Chariot; Roll, Jordan, Roll; Wrestling Jacob; and Steal 

Away.  The two songs that overlapped in the lists of Du Bois and Thomas Wentworth Higginson 

were Lay This Body Down and Wrestling Jacob. 

 In the case of the ring shout, like the Negro Spirituals, it is a custom that has been 

observed inside and outside the Gullah Geechee Cultural Corridor.  On the inside of the Gullah 

Geechee Cultural Corridor, James Weldon Johnson (1925) reported that he observed the ring 

shout in Jacksonville, Florida during his childhood.  He wrote: 

 

 The “ring shout,” in truth, is nothing more or less than the survival of a primitive African 

 dance, which in quite an understandable way attached itself in the early days to the 

 Negro’s Christian worship.  I can remember seeing this dance many times when I was a 

 boy.  A space is cleared by moving the benches, and the men and women arrange 

 themselves, generally alternately, in a ring, their bodies quite close.  The music starts and 

 the ring begins to move.  Around it goes, at first slowly, then with quickening pace.  

 Around and around it moves on shuffling feet that do not leave the floor, one foot beating 

 with the heel a decided accent in strict two-four time.  The music is supplemented by the 

 clapping of hands.  As the ring goes around it begins to take on signs if frenzy.  The 

 music, starting, perhaps, with a Spiritual, becomes a wild, monotonous chant.  The same 

 musical phrase is repeated over and over one, two, three, four, five hours.  The words 

 become a repetition of an incoherent cry.  The very monotony of sound and motion 

 produces an ecstatic state.  Women, screaming, fall to the ground prone and quivering.  

 Men, exhausted, drop out if the shout.  But the ring closes up and moves around and 

 around.  (p. 33) 

 

Johnson continued:     

 



 

 

  I remember, too, that even then the “ring shout” was looked upon as a very 

 questionable form of worship.  It was distinctly frowned upon by a great many colored 

 people. Indeed, I do not recall ever seeing a “ring shout” except after the regular services.  

 Almost whispered invitations would go around, “Stay after church; there’s going to be a 

 ‘ring shout.’”  The more educated ministers and members, as fast as they were able to 

 brave the primitive element in the churches, placed a ban on the “ring shout.”  (p. 33) 

 

Within the USA, Johnson said the ring shout could be found in “the Atlantic and Gulf coastal 

regions of the south-eastern states” and in “parts of Louisiana” (p. 34).  According to Johnson, 

“This survival of an African ceremony has been outlawed in the United States and cannot be 

seen except in some backward churches if a backward community” (p. 34). Outside of the USA, 

Johnson said the ring shout could be found “in some parts of the West Indies and South 

America” (p. 34).  Johnson said that he observed in Haiti “the same thing I had seen in my 

childhood in a small church in Florida” (p. 34).  He stated that, “The formation of the dancers 

was the same, the shuffling motion was the same, the monotonous, incoherent chant sounded the 

same, although these folk spoke an unfamiliar language” (p. 34).  

 On the outside of the Gullah Geechee Cultural Corridor, during 1878, the ring shout was 

observed by Daniel A. Payne (1888), a bishop in the AME Church.  In his autobiography, Payne 

wrote: 

 

 I have mentioned the “Praying and Singing Bands” elsewhere. The strange delusion that 

 many ignorant but well-meaning people labor under leads me to speak particularly of 

 them. About this time I attended a “bush meeting,” where I went to please the pastor 

 whose circuit I was visiting. After the sermon they formed a ring, and with coats off 

 sung, clapped their hands and stamped their feet in a most ridiculous and heathenish way. 

 I requested the pastor to go and stop their dancing. At his request they stopped their 

 dancing and clapping of hands, but remained singing and rocking their bodies to and fro. 

 This they did for about fifteen minutes. I then went, and desist and to sit down and sing in 

 a rational manner. I told him also that it was a heathenish way to worship and disgraceful 

 to themselves, the race, and the Christian name. In that instance they broke up their ring; 

 but would not sit down, and walked sullenly away. After the sermon in the afternoon, 

 having another opportunity of speaking alone to this young leader of the singing and 

 clapping ring, he said: “Sinners won’t get converted unless there is a ring.” Said I: “You 

 might sing till you fell down dead, and you would fail to convert a single sinner, because 

 nothing but the Spirit of God and the word of God can convert sinners.” He replied: “The 

 Spirit of God works upon people in different ways. At camp-meeting there must be a ring 

 here, a ring there, a ring over yonder, or sinners will not get converted.” This was his 

 idea, and it is also that of many others. These “Bands” I have had to encounter in many 

 places, and, as I have stated in regard to my early labors in Baltimore, I have been 

 strongly censured because of my efforts to change the mode of worship or modify the 

 extravagances indulged in by the people. In some cases all that I could do was to teach 

 and preach the right, fit, and proper way of serving God. To the most thoughtful and 

 intelligent I usually succeeded in making the “Band” disgusting; but by the ignorant 

 masses, as in the case mentioned, it was regarded as the essence of religion. So much so 

 was this the case that, like this man, they believed no conversion could occur without 



 

 

 their agency, nor outside of their own ring could any be a genuine one. Among some of 

 the songs of these “Rings,” or “Fist and Heel Worshipers,” as they have been called, I 

 find a note of two in my journal, which were used in the instance mentioned. As will be 

 seen, they consisted chiefly of what are known as “corn-field ditties:” 

 

  “Ashes to ashes, dust to dust;  

                         If God won’t have us, the devil must.  

 

                         “I was way over there where the coffin fell;  

                         I heard that sinner as he screamed in hell.” 

 

           To indulge in such songs from eight to ten and half-past ten at night was the chief 

 employment of these “Bands.” Prayer was only a secondary thing, and this was rude and 

 extravagant to the last degree. The man who had the most powerful pair of lungs was the 

 one who made the best prayer, and he could be heard a square off. He who could sing 

 loudest and longest led the “Band,” having his loins girded and a handkerchief in hand 

 with which he kept time, while his feet resounded on the floor like the drumsticks of a 

 bass drum. In some places it was the custom to begin these dances after every night 

 service and keep it up till midnight, sometimes singing and dancing alternately—a short 

 prayer and a long dance. Some one has even called it the “Voudoo Dance.” I have 

 remonstrated with a number of pastors for permitting these practices, which vary 

 somewhat in different localities, but have been invariably met with the response that he 

 could not succeed in restraining them, and an attempt to compel them to cease would 

 simply drive them away from our Church. I suppose that with the most stupid and 

 headstrong it is an incurable religious disease, but it is with me a question whether it 

 would not be better to let such people go out of the Church than remain in to perpetuate 

 their evil practice and thus do two things: disgrace the Christian name and corrupt others. 

 Any one who knows human nature must infer the result after such midnight practices to 

 be that the day after they are unfit for labor, and that at the end of the dance their 

 exhaustion would render them an easy prey to Satan. These meetings must always be 

 more damaging physically, morally, and religiously than beneficial. How needful it is to 

 have an intelligent ministry to teach these people who hold to this ignorant mode of 

 worship the true method of serving God. And my observations lead me to the conclusion 

 that we need more than an intelligent ministry to cure this religious fanaticism. We need a 

 host of Christian reformers like St. Paul, who will not only speak against these evils, but 

 who will also resist them, even if excommunication be necessary. The time is at hand 

 when the ministry of the A.M.E. Church must drive out this heathenish mode of worship 

 or drive out all the intelligence, refinement, and practical Christians who may be in her 

 bosom.  (pp. 255-256) 

 

Unfortunately, Payne responded with an assimilationist attitude and attempted to wipe out the 

practice as heathen.  Given the attitude of Payne, it was almost a miracle that the term African 

remained in the official name of the church.   

 According to the Faith Project (2003), Payne despised the Negro Spirituals.  Instead, 

Payne loved and embraced White hymns, especially Whiter than Snow.  The Faith Project wrote: 

 



 

 

 Payne felt that his mission was to elevate a people from slavery.  He decided that the 

 church needed more “civilized” music.  He disparaged the spiritual hymns and what he 

 called “cornfield ditties,” which were the legacy of slavery.  Often, congregations would 

 take popular tunes from the era and sing religious words with them.  To Payne this was 

 unacceptable.  One of Payne’s favorite hymns in the AME hymnal was a hymn called 

 “Whiter than Snow,” whose lyrics included the line “Wash me from sin, wash me whiter 

 than snow.”  Bishop Henry McNeal Turner considered this song to be an abomination. 

 Bishop Turner felt it tantamounted to African-Americans asking God to make them 

 white.  Whenever Turner heard that song being sung by congregations, he would demand 

 that they stop.  For Turner this was one more way that African-Americans had been 

 trained to hate themselves.  (p. 1) 

 

To his credit, Henry McNeal Turner was able to counteract the assimilationist attitude of Payne 

with a Black nationalist and Pan-Africanist attitude.  In fact, Turner preached that God is 

Black.22     

 Lorenzo Dow Turner (1958) offered his position on the ring shout as a religious dance 

with roots in Africa.  He wrote: 

 

  On the Sea Islands of South Carolina and Georgia several dances of African 

 origin have been preserved. Among these are the Charleston, the black bottom, the 

 buzzard lope, the mosquito dance, and others, including the religious dance or ring-shout.  

 The ring-shout . . . is also common in some of the unsophisticated Negro churches in 

 many sections of the South and the North.  (p. 114)  

 

Turner was aware that so-called sophisticated churches were consciously trying to stop the 

practice of the ring shout because of the views of people like Daniel Payne who opposed the ring 

shout and the Negro Spirituals.  He also pointed out to his readers that Lydia Parish published 

photographs in her book titled Slave Songs of the Georgia Sea Islands that shows Gullah 

Geechee people doing the ring shout on St. Simon’s Island.  Turner also took the position that, 

“Many rhythms that are now well known in the United States and Latin America are of African 

origin” (p. 115).  He further surmised that, “Throughout the New World in areas where Negroes 

have lived in large numbers many varieties of African musical instruments can be found” (p. 

115-116).  Those instruments included “drums, rattles, gongs of several kinds, the marimba (also 

an African word) or xylophone, and certain types of winged instruments” (p. 116).   

 

Folk Medicine Inside and Outside the Gullah Geechee Cultural Corridor 

 Tiara Banks (2013) conducted research on folk medicine among the Gullah people in 

Georgia and South Carolina. She looked at Gullahs inside and outside of the corridor.  Banks 

explained that Gullah people have an African influenced culture that consists of language, food 

ways, rituals, and folk beliefs.  Her research methodology included a qualitative survey wherein 

“semi-structured interviews” were conducted with 20 self-described Gullahs as respondents. Of 

those respondents, Turner said that 2 females were born on Sapelo Island, Georgia; 3 females 

were born in Savannah, Georgia; 2 females were born in Beaufort, South Carolina; 2 females 

were born in Charleston, South Carolina; and 10 females and 1 male were born in Sumter, South 

Carolina. At the time of the interviews from November 2012 to February 2013, Turner said that 

1 respondent resided on Sapelo Island, Georgia; 3 respondents resided in Savannah, Georgia; 2 



 

 

respondents resided in Beaufort, South Carolina; and 13 respondents resided in Sumter, South 

Carolina. Thus, 13 of those Gullahs resided outside the corridor during the survey and 7 resided 

inside the corridor during the survey.  To find her respondents, Banks used a snowball sample.  

Banks had two primary research questions and they were as follows: (1) What socio-historical 

factors influence the Gullah’s choice of healing in whether they use traditional, Western, or 

blending of both modalities?  (2) To what extent do health care providers engage in culturally 

competent practices with the Gullah community?   

 According to Banks (2013), her findings indicated that at least five socio-historical 

factors influenced her Gullah respondents choice of healing in terms of whether they use 

traditional, Western, or blending of both modalities.  Those factors were: (1) family and 

community influence; (2) mistrust of the medical community; (3) spirituality; (4) geographic 

location; and (5) socioeconomic status.  As for two of those factors, Banks explained that, 

“Family influence was characterized by family traditions, while mistrust of the medical 

community was associated with the theoretical concept of ‘polyculturalism’” (p. 39).  Regarding 

what she termed the derived meaning of those factors, Banks further explained that (1) the family 

and community were responsible for teaching the remedies; (2) the home remedies were 

preserved into traditions; (3) spirituality influenced the  participant’s healing process; (4) 

mistrust of the medical community influenced the participant’s use of folk medicine; (5) the 

polyculturalism concept refers to the use of folk medicine being hidden from the doctor or host 

society, and the dual health care concept refers to the use of folk remedies and prescribed 

medication; (6) socioeconomic status influenced the participant’s use of folk medicine and 

geographic location influenced the participant’s use of folk medicine; and (7) easy access to 

herbal medication influenced the participant’s use of folk medicine. 

 Banks (2013) found that her respondents tended to use a combination of folk medicine 

remedies and prescribed medication.  She noted that the folk medicine remedies were also 

known as home remedies “preserved into traditions” (p. 40).  One of those home remedies was to 

use Asafetida (herb) to treat stomach aches, other stomach illnesses, and headaches.  For colds, a 

home remedy was to use Sassafras (herb), lemon, honey, and pine tar.  Life Everlasting (herb) 

was a home remedy used to treat colds and fevers.  To treat a cough associated with a cold, a 

home remedy used was onions, apple cider, and vinegar, which makes a cough syrup after sitting 

for two hours. Another home remedy used to treat a cold was rock candy (sugar and water) 

mixed with corn liquor or drinking alcohol.  For hypertension, a home remedy was to use garlic.  

Pork was used as a home remedy to treat puncture wounds. A home remedy used to treat the 

mumps was sardines. To treat pink eye, a home remedy was to use urine or rainwater. For 

ringworms and puncture wounds, a copper penny was used as a home remedy.  A home remedy 

used as sutures to stop bleeding was spider webs.  To treat chickenpox, a home remedy was to 

back into a chicken house for nine mornings or make a chicken jump over your head.23 

    

Summary and Conclusion 

 This paper has examined Africanisms and the process of acculturation beyond the Gullah 

Geechee Cultural Heritage Corridor with special reference to Georgia.  It has argued that the 

Gullah Geechee cultural heritage extends beyond 30 miles from the Atlantic Ocean in Georgia.  

It has also argued that the Gullah Geechee cultural heritage extends beyond 50 miles from the 

Atlantic Ocean in Georgia.  In addition, this paper has argued that Black migration patterns in the 

state of Georgia played a major role in the spread of the Gullah Geechee cultural heritage beyond 

30 miles both before and after the Civil War.   



 

 

 During the first decade of the 21st century, Lois Turner Williams (2007), the widow of 

Lorenzo Dow Turner, made a statement about her husband’s research on Gullah.  Williams 

explained that she came into his life during his mid-years and saw a researcher who applied 

preparation, dedication, and perseverance in his work.  She related that, “His Gullah studies 

phenomenally overturned all previously held theories regarding the origin of certain linguistic 

speech patterns extant in areas of the United States where Gullah is spoken” (p. xi).  Williams 

further explained that, “While his research and travels led him beyond the Gullah Islands in the 

quest for African retentions in Brazil and to the original African sources in Nigeria and Sierra 

Leone, his Gullah studies remain his most enduring contribution” (p. xi). 

 In the same book, which contains the introductory note by Lois Turner Williams, one can 

find an informative foreword by Irma Aloyce Cunningham (2007) and an informative preface by 

Margaret Wade-Lewis (2007). Cunningham and Wade-Lewis, like Turner, are highly regarded as 

indefatigable researchers.  On the one hand, Cunningham stated that, “It is on Turner’s shoulders 

that all of us stand” (p. xiv).  On the other, Wade-Lewis stated that, “Turner’s life can be viewed 

in four stages” and she credited his book Africanisms in the Gullah Dialect with being a 

“brilliant achievement that made him the Father of Gullah Studies” (p. xvi).   

 Wade-Lewis (2007) credited Turner with a being a Pan-Africanist scholar who saw 

“Africanisms in the Gullah Dialect as the inauguration of a large-scale study of creoles derived 

from African languages” (p. xvii). She also informed us that, “In 1943, when Fisk University 

became the first American University to develop an African Studies Program, Turner had 

become an articulate spokesperson for pan-African and interdisciplinary studies” (p. xvii).  In 

addition, Wade-Lewis recalled that Turner motivated Raleigh Morgan, one of his students at Fisk 

University, to conduct a study and data collection of Louisiana Creole.  

 The record shows that Turner deserves credit as the Father of Gullah Studies based upon 

his research.  The record is also clear that he stated Gullahs migrated far beyond 30 miles from 

the Georgia coast. It is time that others recognize that reality.  This paper is a contribution toward 

making that reality of life better known as a social condition.  Furthermore, the present writer, 

who is a freshwater Geechee and insider with an emic viewpoint, has stood on the shoulders of 

Turner and Anita DeFrantz to examine Africanisms and the process of acculturation beyond the 

Gullah Geechee Cultural Heritage Corridor with special reference to Georgia.24     

  

Notes 

1. For more information about Field Order Number 15 and its nullification by the Andrew 

Johnson government, see W.E.B. Du Bois (1935).  Du Bois has informed us that: 

  On January 16, 1868, General Sherman issued his celebrated Field Order, Number 

 All the Sea Islands, from Charleston to Port Royal, and adjoining lands to the distance if 

 thirty miles inland, were set aside for the use of the Negroes who had followed his army.  

 General Saxton executed this order, and divided 485,000 acres of land among 40,000 

 Negroes. They were given, however, only possessory titles, and in the end, the 

 government broke its implied promise and drove them off the land.  (p. 393)   

According to Du Bois, the Federal authorities took over hundreds of plantations after 

Confederate forces abandoned coastal Georgia, South Carolina, and Florida in 1861.  That action 

included locations on St. Simons Island and Sapelo Island in Georgia, St. Helena Island and 

Hilton Head Island in South Carolina, and, Amelia Island and Fort George Island in Florida. As 



 

 

Crow, Escott, and Hatley (1992), Federal authorities also took over Roanoke Island in North 

Carolina in 1963.  They also set up refugee camps and recruited the newly freed Black men into 

the Union Army to fight against the Confederate Army. After the war, a lot of the land Black 

people managed to acquire was given back to White southerners when President Andrew 

Johnson issued his Amnesty Proclamation of 1865.   

2. Margaret Wade-Lewis (2007) credited Marquetta “Queen Quet” Goodwine with being a 

member of a coalition that “succeeded in lobbying Representative James E. Clyburn from South 

Carolina to sponsor the bill that authorized the Low Country Gullah Culture Special Resource 

Study (SRS) from the United States Parks Service” (p. 217).  She added: “One ultimate goal of 

the coalition is to secure National Historic Landmark status for certain Gullah territories” (p. 

217).  Wade-Lewis further asserted that, “The most vocal advocate for the preservation of Gullah 

land, culture, and traditions is Marquetta Goodwine (Queen Quet), founder and director of the 

Gullah/Geechee Sea Island Coalition” (p. xx). For information about the development of the 

Gullah Geechee Cultural Heritage Corridor, see National Park Service (2005).    

3. John W. Berry (2005) provided an operational definition of acculturation as a process wherein 

“groups of people and their individual members engage in intercultural contact, producing a 

potential for conflict, and the need for negotiation in order to achieve outcomes that are adaptive 

for both parties” (p. 697).  Although he did not offer a specific definition of acculturation, 

William Bascom (1941) informed us that it is a process that involves at least two interacting 

groups that have customs that have similarities as well as differences.  He explained that:   

  The result of the contact of the Negroes with the whites, both in slavery and in the 

 period of freedom, seems to have been that in those cases where there was a difference or 

 a conflict between African and European customs, the African customs have for the most 

 part disappeared.  But those institutions which were present in similar forms in both 

 Africa and Europe, while manifesting a great many specifically European details, have 

 retained an African stamp and have had a place in Gullah life the importance of which 

 cannot be explained in terms of European forms alone.  In these cases the two streams of 

 traditions have reinforced one another.  (p. 44)    

Bascom related that the customs that are similar will tend to get reinforced whereas those that are 

dissimilar will tend to disappear.  To an extent, Pitirim A. Sorokin (1941) made a similar 

observation and reported that: 

 Any culture trait (or system), no matter whether it is material or nonmaterial, when it 

 diffuses from one group to another undergoes a transformation in its use, meaning, value, 

 character, when the groups are different in their culture; and the greater the difference, 

 the greater the change it must undergo.  (pp. 194-195)   

Sorokin said that his proposition addressed “the general principle of selectivity of any 

sociocultural system.  If any system is selective, it accepts some and does not accept others” (p. 

195).  He further stated that, “Those which it accepts must be changed if they are notably 

heterogeneous in relation to the system; and the greater the heterogeneity the greater must be the 



 

 

modification.  When it is too great, the system does not ingest it all” (p. 195).  For a discussion of 

acculturation and religion among Black people in the Americas, see James A. Porter (1958).   

4. Joseph E. Holloway (1990) defined Africanisms as “those elements of culture found in the 

New World that are traceable to an African origin” (p. ix).  He then credited Newbell Niles 

Puckett (1926) with the completion of one of the early studies aimed at recording and 

documenting Africanisms in the United States” (p. x).  Holloway credited Guy B. Johnson 

(1930), Carter G. Woodson (1936), W.E.B. Du Bois (1939), Herskovits (1941), and Turner 

(1949) with making studies of Africanisms in the USA.  Although he gave Du Bois credit for 

examining Africanisms in Black Folk, Then and Now, Holloway either overlooked or ignored 

The Negro Church.  The research Du Bois presented on the Black church predated the research 

of Puckett by over 20 years.  Holloway seemed more interested in lionizing Herskovits and 

highlighting the so-called debate between Herskovits and E. Franklin Frazier instead of 

presenting an accurate chronology of the study of Africanisms.  The record is clear that Du Bois 

and his The Negro Church came before Puckett and his Folk Beliefs of the Southern Negro.  In 

his lionization of Herskovits, Holloway erroneously identified Turner as “a student of 

Herskovits” (p. xi).  As Wade-Lewis (2007) pointed out, Turner was never a student of 

Herskovits although they knew each other.         

5. Although he left Wilberforce University because he was not allowed to teach sociology there, 

W.E.B. Du Bois (1940, 1968) maintained a deep respect and high regard for the AME Church 

and wrote several reports wherein that was expressed. In addition to his statement in The Negro 

Church, Du Bois made reports as a part of his “public sociology” in 1912, 1916, and 1947.  One 

report by W.E.B. Du Bois (1912) in The Crisis declared that, “The most compact and powerful 

of the Negro churches is the African Methodist Episcopal Church.  Its membership has grown 

from 42 members in 1787 to 200,000 members in 1876 and 494,777 members in 1906” (p. 29).  

Du Bois related that, “It is governed by a board of bishops, fifteen to eighteen in number, over 

whom the senior bishop, at present the Rt. Rev. Henry M. Turner, presides” (p. 29).  A second 

report by W.E.B. Du Bois (1916) appeared as an editorial in The Crisis and stated that, “The 

African Methodist church must put strong material in its leadership or it will drift into sectional 

disruption, or personal feuds” (p. 302).  Du Bois also published a photograph that contained 11 

bishops of the AME Church. A third report by Du Bois (1947) in a Chicago Defender column 

posed that, “The AME Church is probably the most powerful Negro organization on earth.  And 

when we add to that fact that it has existed now for over 150 years, its influence and 

accomplishment can be appreciated” (p. 15).  Du Bois further asserted that, “The courageous 

action of the African Methodist Episcopal Church in unfrocking two bishops in a specially 

convened General Conference, merits the attention and the applause of the American Negro 

world and indeed of all men” (p. 15).   

6. The term Nadir refers to a low point of a social group (Cromartie, 2020b).  For more 

information about the first Nadir and second Nadir, see W.E.B. Du Bois (1904, 1910), Logan 

(1954, 1965), and John Hope Franklin (Logan, 1965), Black people in the USA experienced two 

Nadir periods before 1963.   

  

7.  As indicated in my book Morgan-Frazier Family Clan (Cromartie, 2013), I was born and 

raised in the Okefenokee Swamp region and my great-great grandmother Bess Frazier (aka 



 

 

Bessie Frazier) was a Black Seminole from Camden County, Georgia who lived from 1838 to 

1906. For more information about Black people in the Seminole Nation before 1865, see 

Mooney, 1910; Amos, 2011; Hancock, 1980, 2014a, 2014b; Twyman,1999; and Dixon, 2014.     

8. John Hope Franklin (1947/1980) pointed out that, “The actual statutory recognition of slavery 

in Virginia came in 1661” (p. 55).  He also noted that Virginia passed a law in 1661 stating that 

“children born in the colony would be held bond or free according to the condition of the 

mother” (p. 55). This meant that a child produced by a free White man and an enslaved Black 

woman would be enslaved. Lorenzo Dow Turner (1958) has related that, “In the United States a 

child born of a slave mother and a white father took the status of the mother, but in Brazil a child 

so born took the status of the father, and thus was born free” (p. 105).    

 

9. For some information about the history of the Ogeechee Indians, see Mooney (1910), Hodge 

(1907), and Cromartie (2013, 2020).      

 

10. For a photograph of this marker in Glynn County on Jekyll Island, see Mike Stroud (2009). 

  

11. For a photograph of the cabin on the left, see Figure 1.  For a photograph of the cabin on the 

right, see Figure 2.   

 

12. See Figure 3 for a photograph of the marker regarding Hamilton Plantation. 

 

13. For a photograph of this marker in Glynn County on St. Simons Island, see Figure 4.  The 

photograph was taken by J. Vern Cromartie (2014a).  See R. Edwin Green and Mary A. Green 

(1982/1992), Joseph McGill (2015), Prinny Anderson (2015), and the Cassina Garden Club 

(2020) for more information on Hamilton Plantation. In the case of Green and Green 

(1982/1992), they said: 

 

  In 1793 James Hamilton, with his friend John Couper came to St. Simons Island.  

 Both had come from Scotland, and after being in business together in South Carolina for 

 a few years, purchased land in Georgia. James Hamilton named his land Hamilton 

 Plantation; John Couper continued to call his Cannon’s Point, after the first owner in 

 Oglethorpe’s day.  (p. 34) 

 

Green and Green also stated that, “Soon this plantation of James Hamilton became one of the 

richest on the island” (p. 34). They pointed out that Hamilton Plantation specialized in Sea Island 

cotton, a highly prized variety which produced a long staple and was first developed in the 

Caribbean on Anguilla Island. It should be noted that Brian Brown (2017) provided us with some 

important information about Cannon’s Point, a neighboring plantation.  Brian Brown reported 

that, “From the establishment of the plantation in the 1790s until 1861, the cotton plantation at 

Cannon’s Point was wholly dependent on the labor of enslaved Africans” (p. 1). He further 

reported that, “Archaeological excavations undertaken here in the 1970s suggest that the slave 

cabins were built as 40×20 duplexes, with each family living in a 20×20 section” (p. 1). 

 

14. For a photograph of this marker in Glynn County on St. Simons, Island, see Figure 5. The 

photograph was taken by J. Vern Cromartie (2014b).  See R. Edwin Green and Mary A. Green 

(1982/1992) for more information on Retreat Plantation.  Green and Green reported that John 



 

 

Clubb received this land first as a bounty for serving in Oglethorpe’s Regiment.  Clubb later sold 

the land in 1786 to Thomas Spaulding from Scotland.  According to Green and Green, “After 

living here a few years, Mr. Spaulding decided to purchase Sapelo Island.  So, he sold Retreat 

Plantation to Major William Page and his wife Hannah” (p. 41).  Ann Matilda Page, the daughter 

of William and Hannah Page, married Thomas Butler King.  Whereas her husband was a 

prominent lawyer and politician, Anna Matilda Page King ran the profitable Retreat plantation, 

which grew Sea Island cotton. Green and Green said it was “one of the greatest cotton 

plantations in the South” (p. 41). 

 

15. For a photograph of this marker in Glynn County on St. Simons, Island, see Figure 6. The 

photograph was taken by J. Vern Cromartie (2014b).   

 

16. For a photograph of this marker in Camden County, see Patricia Barefoot (2001).  

17. Jordan Frazier, Sr. was my great-great grandfather.  He was born in enslavement during 1858 

in Camden County, Georgia and died in Wayne County, Georgia in 1925. During the 

enslavement period, Jordan Frazier, Sr., his mother Bess Frazier (aka Bessie Frazier), a Black 

Seminole, his sister Fanny Frazier, and his brother Albert Frazier were held in bondage on a rice 

plantation by Louisa T. Nichols (aka Louisa T. Brown), a White woman.  After enslavement, the 

norm was for the Frazier family members to eat rice every day as was the case with many other 

families with a Gullah Geechee cultural heritage.  For more information about Jordan Frazier, Sr. 

and other members of the Morgan-Frazier family clan, see J. Vern Cromartie (2013) and the 

Bureau of the Census (1920c).  For more information about rice plantations on the Georgia coast 

and the role of Black people, see Judith A. Carney (2001).  

18. Sarah Wells Morgan (aka Sarah Morgan) was my great-great-grandmother, Matilda Morgan 

Frazier (aka Matilda Frazier) was my great-grandmother, and Margaret Hill Wells was my great-

great-great-grandmother.  The death certificate of Sarah   Wells Morgan lists her occupation as a 

midwife (State of Georgia, 1926). See Figure 7 for the death certificate of Sarah Wells Morgan.  

Whereas Sarah Wells Morgan lived to age 93 and her husband Alexander Morgan lived to age 

115, her mother Margaret Hill Wells lived to age 107 (Cromartie, 2013).   For evidence that 

Margaret Hill Wells was 100 in 1920 and 107 in 1927 when she died, see the Bureau of the 

Census (1920b).     

19. For more information on Justine Lattany and William Lattany, see the Bureau of the Census 

(1910, 1920b, 1930) and Cromartie (2013). Their marriage license shows that William Lattany 

and Justine Easton were married on October 26, 1895 (State of Georgia, 1895). The 1900 census 

report states that William Lattany and his wife Justine Lattany were living with his mother Bess 

Frazier in Camden County.  Instead of Lattany, census enumerators erroneously listed their 

surname as Frazier in 1900, Lattin in 1910, and Latson in 1920.  The age of Justine Lattany was 

listed as 23 in 1900, 32 in 1910, 42 in 1920, 51 in 1930, and 61 in 1940.  In contrast, the age of 

William Lattany was listed as 22 in 1900, 35 in 1910, and 47 in 1920. He was not listed after 

1920 and probably died between 1920 and 1930 because Justine had remarried by 1930 to Rev. 

H. Barns. The Georgia Death Index reports that Justine Lattany died on June 16, 1964 at age 72 

and lists her name as Jestine Lattany. However, Justine Lattany was probably 87 and her name 



 

 

should have been spelled with a “u” and mot a “e.” Her husband William Lattany was born in 

1878 not 1851.  The person born in 1851 was his father or another relative (Bureau of the 

Census, 1900, 1910, 1920a, 1930, 1940).  William Lattany was the brother of my great-

grandfather Jordan Frazier, Sr.  They had the same mother, but different fathers.  Thus, William 

Lattany and Justine Lattany were my great-uncle and great-aunt (Cromartie, 2013).        

20. For another important discussion of folk beliefs among Black people in the USA, see 

Newbell Niles Puckett (1926).  

21. Henry Edward Krehbiel (1914) appears to have ignored or overlooked a report by J. McKim 

(1862) on the body of songs known as the Negro Spirituals and the Sorrow Songs.  As Osborne 

(2016) has noted, the full name of J. McKim was James Miller McKim.  He was the father of 

Lucy McKim, who became Lucy McKim Garrison when she married Wendell Phillips Garrison.  

Her husband was the son of William Lloyd Garrison.  James Miller McKim, Lucy McKim 

Garrison, William Lloyd Garrison, and Wendell Phillips Garrison were engaged in the struggle 

against slavery as White abolitionists.  During the 1860s, Lucy McKim Garrison joined forces 

with William Francis Allen and Charles Pickard Ware to edit a compilation of songs produced 

by Black people during enslavement.  In addition to a collection of Negro spirituals, they offered 

some important observations about the ring shout as a spiritual ritual.  Regarding the ring shout, 

they offered a quotation from the May 30, 1867 issue of the New York Nation as follows:  

 “. . . the benches are pushed back to the wall when the formal meeting is over, and old 

 and young men, grotesquely half-clad fieldhands—the women generally with gay 

 handkerchiefs twisted about their heads and short skirts—boys with tattered shirts and 

 men’s trousers, young girls barefooted, all stand up in the middle of the floor, and when 

 the ‘spreichil’ is struck up, begin first walking and by-and-by shuffling round, one after 

 the other, in a ring.  The foot is hardly taken from the floor, and the progression is mainly 

 due to a jerking, hitching motion, which agitates the entire shouter, and soon brings out 

 streams of perspiration.  Sometimes they dance silently, sometimes as they shuffle they 

 sing the chorus of the spiritual, and sometimes the song itself is also sung by dancers.  

 But more frequently a band, composed of some of the best singers and of tired shouters, 

 stand at the side of the room to ‘base’ the others, singing the body of the song and 

 clapping their hands together or on the knees.  Song and dance are alike extremely 

 energetic, and often, when the shout lasts into the middle of the night, the monotonous 

 thud, thud of the feet prevents sleep within half a mile of the praise-house.”  (Quoted in 

 Allen, Ware, & McKim, 1867/1995, p. xiii) 

Allen et al. made it clear that they thought the description of the ring shout was excellent.  They 

provided their opinion of the ring shout as a ritual.  Allen et al. wrote: 

 

  In the form here described, the “shout” is probably confined to South Carolina 

 and the States south of it.  It appears to be found in Florida, but not in North Carolina or 

 Virginia.  It is, however, an interesting fact that the term “shouting” is used in Virginia in 

 reference to a peculiar motion of the body not wholly unlike the Carolina shouting.  It is 

 not unlikely that this remarkable religious ceremony is a relic of some native African 



 

 

 dance, as the Romaika is of the classic Pyrrhic.  Dancing in the usual way is regarded 

 with great horror by the people of Port Royal, but they enter with infinite zest into the 

 movements of the “shout.”  (p. xiv) 

 

In terms of the ring shout, Allen et al. expressed the view that the ring shout and shouting were 

derived from Africa as an Africanism or survival although they did not use either term.  For a 

collection of religious songs from inside and outside the corridor during the 1970s, see 

Jacqueline Cogdell DjeDje (1983).  Jacqueline Cogdell DjeDje (aka Jacqueline Cogdell), an 

emeritus professor and former chairwoman of the Ethnomusicology Department at UCLA, was 

raised in Jesup, Georgia.  Her mother operated a kindergarten which I attended as a child. One of 

the churches where she collected songs was Greater Mt. Zion African Methodist Episcopal 

Church (aka Greater Mt. Zion AME Church) in Waycross, Georgia.  I was a member of that 

church and attended services every Sunday either there or at St. James African Methodist 

Episcopal Church (aka St. James AME Church) in Screven, Georgia from 1954 to 1972 when I 

migrated from the state to California.     

 

22. For the social context of the conflict between Daniel A. Payne and his former mentee Henry 

McNeal Turner, see Juan Williams and Quinton Hosford Dixie (2003).  Also, see Daniel A. 

Payne (1888), Stephen Angell (1992), J.P. Balogun-Richards (1915), and M.M. Ponton (1917). 

 

23. As I said in my book Morgan-Frazier Family Clan, my mother Julia Frazier Cromartie Biyd 

was a self-described Freshwater Geechee (Cromartie, 2013). She believed in using home 

remedies and prescription medicine.  After I caught the mumps when I was six years old, she 

treated me sardines—along with ginger ale and crackers.    

 

24. The late, great Dr. Anita P. DeFrantz (aka Anita Page DeFrantz) was a beloved professor of 

education at the University of San Francisco who specialized in the sociology of education, Pan-

African languages and culture, race and ethnicity, curriculum and instruction, multicultural 

education, and speech pathology.  She served as the chair of my dissertation committee at that 

university.  Dr. DeFrantz conducted research on Lorenzo Dow Turner and taught about him in 

her classes at the University of San Francisco.  For an important critique she wrote on the 

literature on Ebonics, see Anita P. DeFrantz (1979).  For more information about her life and 

times, see “Anita Page DeFrantz” (2008).  She was born on June 17, 1930 in Muncie, Indiana 

and died on June 25, 2008 in Cordova, Tennessee.  Dr. DeFrantz is buried in Indianapolis, 

Indiana in the Crown Hill Cemetery next to her husband Robert David DeFrantz, who was born 

in 1924 and died in 1984.   
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Abstract 

 This paper examines the Central Committee of the Black Panther Party during the 

lifespan of the organization from 1966 to 1982.  It argues that the Central Committee was 

controlled and dominated from the West by an Oakland-based social network in the organization 

which excluded members from other parts of the country.  This paper also argues that this social 

reality led to well-qualified members, like Fred Hampton in Chicago, Illinois and Zayd Shakur in 

New York, New York, never getting a position on the Central Committee of the national 

organization. In addition, this paper argues that this social reality hindered the development of 

the organization in that some people were excluded from top leadership positions because they 

did not come from the West, namely California.  As for methodology, this paper utilizes the case 

study method and the research technique includes a content analysis of primary and secondary 

source documents.  

  

Keywords: Sociology of Education, Race and Ethnicity, Social Movements     

 

Introduction 
 

 The Black Panther Party was a social movement among Black people in the United States 

of America (USA) which developed a paramilitary leadership structure.1 Statuses in the 

organization included a minister of defense, chairman, minister of information, chief of staff, 

minister of education, prime minister, minister of justice, minister of foreign affairs, minister of 

culture, minister of finance, and communications secretary. Each status had a role in the 

hierarchy of the organization, but the one with the most power was the minister of defense.  The 

person who fulfilled the status and role of the minister of defense was Huey P. Newton.  

Although he changed his title after the heyday of the organization, Huey P. Newton never 

relinquished his power and control of the organization.  He held that power and control from the 

beginning of the organization until its end.  In addition to the minister of defense, Huey P. 

Newton was later known in the organization as the “Supreme Commander,” “Supreme Servant 

of the People,” “Servant,” and “President.”  He was the chief theoretician of the organization and 

the change in his titles reflected his attempt to change the image of the organization as a social 

movement emphasizing its paramilitary activities to one emphasizing its community service 

activities (Newton, 1973; Seale, 1978; K. Cleaver, 1998; Assata Shakur, 1987; Cox, 2019).     



 The change of emphasis brought on both external and internal attacks. The Black Panther 

Party was attacked externally by J. Edgar Hoover and the Counterintelligence Program 

(COINTELPRO) of the Federal Bureau of Investigation (FBI).  The latter was an initiative that 

targeted the Black Panther Party for destruction by seeking to liquidate its leadership and 

community service programs, including The Black Panther and the Free Breakfast for 

Schoolchildren Programs in various cities.  In the case of The Black Panther, it was the official 

newspaper of the organization and it was used to let the public know the position of the Black 

Panthers and various news and events. Between 1967 and 1971, each issue sold 25 cents and was 

a major source of income for the organization. Black Panthers, who sold the newspaper, received 

5 of those 25 cents, the local chapter or branch received 10 cents, and the national headquarters 

received 10 cents. COINTELPRO sought to disrupt The Black Panther because of its 

revolutionary content and its ability to bring in funds to the organization.  As for the Free 

Breakfast for Children Program, its sites were usually located in churches and offered badly 

needed meals to children.  The Free Breakfast for Children Program became targeted by 

COINTELPRO for disruption because it was giving the organization a positive image and 

gaining it widespread support.  Both initiatives were staffed by Black Panthers and community 

workers who embraced their tasks as ways to serve the people (Committee on Internal Security, 

1970d, 1971a, 1971b; Select Committee to Study Governmental Operations, 1976; Newton, 

1980, 1996; Abron-Ervin, 2011). 

 Internally, the Black Panther Party was attacked by an infamous split between Huey P. 

Newton and Eldridge Cleaver that caused former comrades to turn on one another and develop 

two factions. One faction supported Huey P. Newton and the other faction supported Eldridge 

Cleaver. The split led to violence perpetuated by both factions.  Sadly, the split caused the deaths 

of former comrades in both factions. For example, the Eldridge Cleaver faction lost Robert Webb 

and the Huey P. Newton faction lost Samuel Napier. Before the split, the organization had also 

undergone a purge of its membership that led to former members being ostracized as traitors and 

“jackanapes” (Committee on Internal Security, 1971b; Select Committee to Study Governmental 

Operations, 1976; Newton, 1996; Alkebulan, 2003, 2007).     

 Despite the external and internal attacks, the Black Panther Party managed to develop an 

image of Huey P. Newton as a Malcolm X and Martin Luther King, Jr. type of charismatic figure 

who was to be revered.2 Those members of the organization who walked the streets of Oakland 

with Huey P. Newton before he went to jail in 1967 were held in high regard.  It was huge for a 

member to be able to say, “I walked with Huey before he went to prison in 1967.”  Very few 

could say that because the organization had less than 50 members when he went to jail in 

October 1967.3   Newton knew that small group of members on a first-name basis. By the time he 

was released from prison in August 1970, the organization had grown to thousands of members.  

The estimates by insiders and outsiders range between 2,000 and 5,000 members.  Newton 

certainly did not know the new members on a first-name basis. It was a reality that made him 

concerned, raised trust issues, and created some paranoia (O. Johnson, 1998; Alkebulan, 2003, 

2007; Committee on Internal Security, 1970b; Heath, 1976; Seale, 1978; Abron, 1998).      

 The purpose of this paper is to examine the Central Committee of the Black Panther Party 

during the lifespan of the organization from 1966 to 1982.  It will argue that the Central 

Committee was controlled and dominated from the West by an Oakland-based social network in 

the organization which excluded members from other parts of the country.  This paper will also 

argue that this social reality led to well-qualified members, like Fred Hampton in Chicago, 

Illinois and Zayd Shakur in New York, New York, never getting a position on the Central 



Committee of the national organization. In addition, this paper will argue that this social reality 

hindered the development of the organization in that some people were excluded from top 

leadership positions because they did not come from the West, namely California.  As for 

methodology, this paper utilizes the case study method and the research technique includes a 

content analysis of primary and secondary source documents.  

 

Review of the Literature 
 

 This review of the literature focuses on books written by former members of the Central 

Committee of the Black Panther Party. It sheds light on some aspects of those books. The review 

of the literature covers books by these former members of the Central Committee: Elaine Brown, 

H. Rap Brown, Stokely Carmichael, Eldridge Cleaver, Kathleen Cleaver, Don Cox, Emory 

Douglas, David Du Bois, James Forman, David Hilliard, Elbert “Big Man” Howard, Huey P. 

Newton, and Bobby Seale.  It also covers the date of birth and place of birth for each of those 

Black Panthers. Their states of birth include Alabama, Arkansas, District of Columbia, Illinois, 

Louisiana, Michigan, Missouri, Pennsylvania, Tennessee, and Texas.  Trinidad was the place for 

one person born outside the country. 

 Elaine Brown was born on March 2, 1943 in Philadelphia, Pennsylvania.  She joined the 

Black Panther Party in April 1968 and remained a member until 1977.  Elaine Brown served the 

organization in several posts, including deputy minister of education, minister of information, 

and chairman.  She also served as the editor of The Black Panther and a member of the Central 

Committee.  When Huey P. Newton fled to Cuba to escape from a murder charge in 1974, he left 

Elaine Brown in charge of the Black Panther Party.  He had also appointed Elaine Brown to the 

position of chairwoman to replace chairman Bobby Seale following his departure from the 

organization.  She ran the Black Panther Party from 1974 to 1977.  Elaine Brown has reported 

that she presided over a 10-member Central Committee and half of them were women during her 

stint as the chairwoman. When Huey P. Newton returned to the USA from Cuba in 1977, she left 

the organization soon afterwards (E. Brown, 1992).4   

 After she left the Black Panther Party, Elaine Brown authored two books.  One book is 

her autobiography titled A Taste of Power: A Black Woman’s Story (E. Brown, 1992) and the 

other is titled The Condemnation of Little B: New Age Racism in America (E. Brown, 2003). In 

her autobiography, Elaine Brown chronicled her life from her teenage years in Philadelphia to 

her departure from the Black Panther Party.  After she took over the Black Panther Party in 

August 1974, Brown held a meeting and announced to her comrades that, “I have all the guns 

and all the money. I can withstand challenge from without and from within” (p. 3). Elaine Brown 

informed us that she was at a community meeting in Los Angeles when Alprentice “Bunchy” 

Carter announced that a Southern California Chapter of the Black Panther Party had formed no 

other group could use the name any longer, including John Floyd and his Black Panther Political 

Party. Carter also announced to the audience that the Black Panther Party was going to hold a 

Free Huey Rally on February 18, 1968 rally in Los Angeles one day after its the rally in Oakland. 

Elaine Brown said she attended that rally along with 10,000 other people.    

 According to Elaine Brown (1992), she became a member of the Black Panther Party 

through its Southern California Chapter in April 1968.  Prior to joining the Black Panther Party 

and becoming “conscious,” Elaine Brown informed us that she worked as a waitress at a strip 

club in Los Angeles where she met Jay Kennedy, a White writer of novels and screenplays, and 

FBI informer.  She had a long-term sexual relationship with Jay Kennedy both before and after 



she joined the Black Panther Party. Elaine Brown also informed us that she had sexual 

relationships with the following Black men after “getting Black:” Earl Anthony, Ron “Brother 

Crook” Wilkins, Rashidi, Jon Huggins, Eldridge Cleaver, Raymond “Masai” Hewitt, and Huey 

P. Newton.  She even described herself in her autobiography as Huey’s queen.        

 Elaine Brown (1992) related that Huey P. Newton took back over the Black Panther Party 

when he returned to the USA from Cuba.  However, Elaine Brown said he was often high on 

cocaine and alcohol and some Black Panthers under his watch began to run amuck, including 

Robert “Big Bob” Heard, a man standing six feet eight and weighing 400 pounds.  She stated 

that the situation reached a crescendo when some unnamed Black Panthers beat Regina Davis, an 

assistant to Ericka Huggins, and broke her jaw.  Elaine Brown stated that she fled and left the 

organization in fear during 1978 after Huey P. Newton told her that Regina Davis brought the 

beating on herself by ridiculing a male subordinate.  She also received a veiled threat that the 

same could happen to her. Elaine Brown reported that she replaced Bobby Seale as the chairman 

after he was physically assaulted with a bullwhip by Robert “Big Bob” Heard as an order from 

Huey P. Newton.  According to Elaine Brown, she witnessed Heard deliver the 20 lashes ordered 

by Newton.  Elaine Brown also said she witnessed Newton tell Seale to, “Be out of your house—

my house—by morning.  Matter of fact, be out of Oakland by morning.  I don’t want you in my 

party or in my city.  Do you understand!” (p. 352).    

 After Elaine Brown (1992) first became a member of the Central Committee in 1971 as a 

replacement for Eldridge Cleaver, she next replaced Bobby Seale as the chairman in 1974.  Her 

replacement of Eldridge Cleaver also made her the second women to serve on the Central 

Committee.  When Huey P. Newton headed for Cuba in 1974, he left Elaine Brown in charge of 

the whole organization and its Central Committee.  She proceeded to make profound changes to 

the Black Panther Party and its Central Committee, including the appointment of Ericka 

Huggins, Phyllis Jackson, Norma Armour, and Joan Kelly to the latter.     

 In The Condemnation of Little B, Elaine Brown (2003) explored how contemporary 

racism can impact the life of Black youth, especially Black males.  Brown looked at how a 13 

years-old Black boy was arrested and charged with murder in January 1997. Subsequently, Little 

B was given a life sentence in Georgia after being convicted of murder.   She argues that Little 

B, also known as Michael Lewis, was portrayed by the prosecutor as a dangerous thug and 

predator who should be locked away for the rest of his life. Elaine Brown showed that the mass 

media did portray Little B as a victim of alienation in need of empathy.  Instead, the mass media 

portrayed Little B as a dangerous thug and predator who deserved the maximum punishment and 

no empathy. Based on her analysis of the available evidence, Elaine Brown took the position that 

Little B was railroaded based on trumped up charges. Moreover, Elaine Brown also detailed the 

social relationship she developed with Little B based on empathy, compassion, and the mutual 

struggle for social justice.  

 H. Rap Brown was born Hubert Gerold Brown on October 4, 1943 in Baton Rouge, 

Louisiana.  He later became known as Jamil Abdullah Al-Amin.  H. Rap Brown became the 

chairman of the Student Nonviolent Coordinating Committee (SNCC) after he replaced Stokely 

Carmichael in May 1967.  He also served as the minister of justice and a member of the Central 

Committee of the Black Panther Party from February 1968 to July 1968.  During his tenure as 

chairman, there was a shot-lived merger between SNCC and the Black Panther Party.  However, 

it lasted for just six months, which was about the extent of his stint in the Black Panther Party.  

H. Rap Brown left the Black Panther Party after James Forman was treated badly by some fellow 

Black Panthers (H. Brown, 1968, 1969). 

https://en.wikipedia.org/wiki/Student_Nonviolent_Coordinating_Committee


 While he was in the Black Panther Party, H. Rap Brown (1968) published a document 

called “A Letter from Prison to my Black Brothers and Sisters” in the February 8, 1968 issue of 

The Black Panther.  After he left the Black Panther, H. Rap Brown (1969) published his 

autobiography.  He also published another by titled Revolution by the Book: The Rap Is Live (Al-

Amin, 1994).  It was published under his spiritual name Imam Jamil Al-Amin.  With his “A 

Letter from Prison to my Black Brothers and Sisters,” H. Rap Brown used that document to state 

that he was on a hunger strike to protest being placed behind bars.  He also used his letter to urge 

resistance and to express solidarity with Huey P. Newton, Max Stanford, and other Black people. 

H. Rap Brown wrote: 

 

  To desire freedom is not enough. We must move from resistance to 

 aggression, from revolt to revolution.  For every black death, there must be ten dead 

 racist cop. For every Max Stanford and Huey Newton, there must be ten Detroits, and for 

 every Orangeburg, there must be a Dien Bien Phu . . .  May the deaths of 68 signal the 

 beginning of the end of this country. I do what I do out of love of my people. My will is 

 to fight; resistance is not enough.  Aggression in the order of the day.  (p. 7)  

  

He had been locked up because of a travel ban he was under.  The travel ban by federal courts 

Louisiana and Virginia prohibited Brown from traveling to California.  However, on February 

17, 1968, H. Rap Brown participated in the Free Huey Rally at the Oakland Auditorium as one of 

the featured speakers. He delivered what turned out to be his major address in the Black Panther 

Party.  Like the other speakers, H. Rap Brown extolled the life of Huey P. Newton and warned 

the USA that there would be dire consequences if Huey P. Newton were sentenced to death for 

killing police officer John Frey.  At the time of the rally, H. Rap Brown was facing charges in 

two other states and was prohibited from entering California.  However, H. Rap Brown came 

anyway and got arrested within days of his speech.  H. Rap Brown took the position that the trip 

to California did not violate the ban because he was in California to meet with his lawyer 

William Kunstler on some pending charges.5 

 In his autobiography, H. Rap Brown (1969) covers his history from birth to 1969.  He 

tells about his work in Lowndes County, Alabama with the Lowndes County Freedom 

Democratic Party, which was the first Black Panther Party.  According to H. Rap Brown, “Once 

SNCC assigned people to a county, it was up to them to find places to live and food to eat” (p. 

94).  H. Rap Brown explained that SNCC workers did not have problems with ether because if 

the courageous assistance of a Lowndes County Black man named Mr. Jackson.  Three of his 

sons joined eventually joined the national staff of SNCC.  That shows the dynamic process of 

SNCC regarding mobilization and recruitment of local people to carry out the goals and 

objectives of the organization.  H. Rap Brown also told us about his work in Alabama’s Greene 

County, Dallas County, and Autaugau County.   

 Surprisingly, H. Rap Brown (1969) did not mention in his autobiography the Black 

Panther Party for Self-Defense—although he did speak favorable of the concept of vanguard 

groups.  H. Rap Brown did tell us about his trip to California that led to a fresh set of federal 

charges.  He wrote: 

 

  In February, 1968, Kunstler went out to California and I had to go out to consult 

 with him about one of my cases. I figured that I didn’t need the court’s permission to go 

 as I could travel anywhere to consult with my attorney. While I was in California I 



 checked out the scene and the brothers asked me to speak at a couple of meetings, which 

 I did. I went out there for two days and then split on back to New York.  (p. 112) 

 

While in California, he actually spoke at a Free Huey Rally in Oakland on February 17, 1968 and 

a Free Huey Rally in Los Angeles on February 18, 1968.  According to H. Rap Brown, “The 

morning after I got back, eight federal marshals knocked on my door” (p. 112).  They were there 

to arrest and that is what they did.   

 H. Rap Brown (1969) saw himself a revolutionary.  As a revolutionary, he looked for 

substance over style.  For example, H. Rap Brown wrote: 

 

 I’d rather see a cat with a processed head and a natural mind than a natural head and a 

 processed mind.  It ain’t what’s on your head; it’s what’s in it. You see negroes with 

 naturals on their heads and nothing on their minds. Revolutionaries are not determined by 

 physical characteristics.  Some of the most revolutionary people in Vietnam are 

 women, but we got m_________s here running around talking about let the men do it all.  

 (p. 111)  

 

In his view, it was important to recognize that could be as revolutionary as men.  H. Rap Brown 

complained that, “Half of the Black ‘militants’ ain’t nothing but a bunch if potheads, bootleg 

preachers and coffeehouse intellectuals.  They are caught up in that whole identity thing” (p. 

104).  He continued: “They just discovered that they were Black, because they were working so 

hard all their lives to be white.  They’re further away from being revolutionaries than the poor 

people who are not militantly political” (p. 104).   

 By the time he published Revolution by the Book (Al-Amin, 1994), as mentioned above, 

H. Rap Brown had become a Muslim minister and changed his name to Jamil Abdullah Al-

Amin. That book was a religious tome designed to give God.  The book informs us that he 

became a Muslim in the latter part of 1971 while doing time at Rikers Island.  Eventually, he 

became an Imam with his own mosque in Atlanta, Georgia.  He also became a believer in the 

five pillars of Islam, including the declaration of faith (Shahadah); prayer (Salaat); purification 

through charity (Zakaat); fasting (Sawm); and pilgrimage (Hajj).   

 Stokely Carmichael was born on June 29, 1941 in Port of Spain, Trinidad.  He later 

became known as Kwame Ture. On June 29, 1967, Stokely Carmichael was drafted by the Black 

Panther Party when Huey P. Newton issued Executive Order Number 2.  However, Stokely 

Carmichael did not become an actual member until February 1968 when a short-lived merger 

took place between the two organizations. Subsequently, Carmichael served in the Black Panther 

Party from February 1968 to June 1969 as the prime minister and member of the Central 

Committee.  Before he joined the organization, Stokely Carmichael co-authored a book titled 

Black Power: The Politics of Liberation in America (Carmichael & Hamilton, 1967).  After he 

left the Black Panther Party, he authored a book titled Stokely Speaks: Black Power Back to Pan-

Africanism (Carmichael, 1971) and co-authored his autobiography titled Ready for Revolution 

(Carmichael & Thelwell, 2003).   

 Carmichael and Hamilton (1967) joined forces to write one of the first books pertaining 

to the emerging Black Power Movement.  At that time, Carmichael was a leading figure in the 

Student Nonviolent Coordinating Committee (SNCC) and Charles V. Hamilton was a professor 

of political science at Howard University. Carmichael and Hamilton informed us that the purpose 

of their book was to provide a framework for looking at the concept of Black Power; define and 



encourage Black people to have a new consciousness that seek to pose the right questions, seek 

to get the right answers, and find effective solutions to problems.  They also called for Black 

people to have “a sense of peoplehood: pride, rather than shame, in blackness, and an attitude if 

brotherly, communal responsibility among all black people for one another” (p. 12).  Carmichael 

and Hamilton defined Black Power as a term of substance that involves group solidarity and it 

includes “a call for black people in this country to unite, to recognize their heritage, to build a 

sense of community” (p. 58).  They further stated that Black Power is a term of substance that 

includes “a call for black people to begin to define their own goals, to lead their own 

organizations and to support those organizations.  It is a call to reject the racist institutions and 

values of this society” (p. 58).  Carmichael and Hamilton emphasized that “group solidarity is 

necessary before a group can operate effectively from a bargaining position of strength in a 

pluralistic society” (p. 58).  They urged Black people to “close ranks” (p. 58).  Furthermore, 

Carmichael and Hamilton urged Black people to reject assimilation and accept cultural pluralism 

in the form of cultural integrity.       

 In Stokely Speaks, Carmichael (1971) included a collection of his essays and speeches 

written between 1966 and 1971.  One of the documents included in this book is a speech he 

made titled “Free Huey.”  He delivered that speech at the Free Huey Rally on February 17, 1968 

in Oakland.  It was one of his major speeches as a member of the Black Panther Party. By the 

time he joined the Black Panther Party, Carmichael was committed to both Black nationalism 

and Pan-Africanism.  Stokely told the audience that: 

 

 In order to fight a war of liberation, you need an ideology of nationalism. We do not have 

 this country.  The nationalism can be nothing but black nationalism.  It is insane to think 

 of anything else.  Black nationalism must be our ideology. While blackness is necessary, 

 it is not sufficient, so we must move on to consciously organize our communities.   

 (p. 125)  

 

With Pan-Africanism in mind, Carmichael said that a purpose of the Free Huey Rally was to 

celebrate “Huey Newton part and parcel of black people wherever we are in the world today” (p. 

111).  Carmichael added: 

 

 In talking about Brother Huey Newton tonight, we have to talk about the struggle of 

 black people—not only in the United States but in the world today and how we 

 become part and parcel of the struggle, how we move on so that our people will survive 

 America.  (p. 111) 

 

As moved toward the closure of his speech, Carmichael said, “What happens if they go ahead 

and off Huey Newton?  We must develop tactics where we do the maximum damage to them 

with minor damage to us” (p. 125).  In his closing line, Carmichael declared, “All we say: 

Brother Huey will be set free—or else” (p. 130).  

 Carmichael (1971), in Stokely Speaks, published an essay titled “From Black Power Back 

to Pan-Africanism.”   He saw Pan-Africanism as an international form of Black nationalism that 

called for racial solidarity and collective action around economic, political, and cultural matters:  

Carmichael wrote: 

 



 Pan-Africanism is grounded in the belief that Africa is one; the artificial borders being 

 the result of the Berlin conference, where European powers carved up the continent and 

 divided the spoils among themselves.  Pan-Africanism is grounded in the belief that all 

 African peoples, wherever we may be, are one, and as Dr. Nkrumah says, “belong to the 

 African nation”; our dispersal was the result of European imperialism and racism. Pan-

 Africanism is grounded in socialism  which has its roots in communalism. Any ideology 

 seeking to solve the problems of the African people must find its roots in Pan-

 Africanism.  (p. 221) 

 

He said that some of the giants of Pan-Africanism include W. E. B. Du Bois, Henry Sylvester-

Williams, Joseph Casely-Hayford, Ladipo Solanke, George Padmore, Marcus Garvey, Patrice 

Lumumba, Malcolm X, Ben Bella, Ahmed Sekou Toure, and Kwame Nkrumah.  Carmichael 

also identified Malcolm X as “a shining African prince” who advocated Black nationalism and 

Pan-Africanism.  

 Carmichael and Thelwell (2003) joined forces and co-authored Ready for Revolution 

wherein they chronicled the life and times of Stokely Carmichael. The book explained that he 

later adopted the name Kwame in honor of Kwame Nkrumah and the name Ture in honor of 

Ahmed Sekou Toure.  Thus, he became Kwame Ture.  Before he became Kwame Toure, Stokely 

Carmichael was an internationally known figure based on his work with SNCC and later the 

Black Panther Party.  Stokely Carmichael was acknowledged in the New York Times for the 

work he did as a SNCC organizer in Alabama with the Lowndes County Freedom Democratic 

Party, which was also known as the Black Panther Party. The New York Times as acknowledged 

the work he did as a SNCC organizer in Mississippi with the Mississippi Freedom Democratic 

Party.  From May 1966 to May 1967, Stokely Carmichael served as the chairman of SNNC in 

after replacing John Lewis in a controversial election. While serving in as the chairman of 

SNCC, Carmichael popularized the slogan “Black Power.”  Carmichael did not coin the term 

because Richard Wright had already used it as the title of his book Black Power, which was 

published in 1954.  Nevertheless, the media latched on to the term one fateful day in Greenwood, 

Mississippi when Stokely Carmichael did a call and response chant with the crowd and shouted 

out “Black Power.”  To a large extent, the actions helped to give birth to the emerging Black 

Power Movement, which lasted from 1966 to 1976.  

 As Carmichael and Thelwell (2003) have noted, the man later known as Kwame Ture, 

Stokely Carmichael officially joined the Black Panther Party in February 1968 although the 

organization drafted him in June 1967.  According to Carmichael, he recalled Huey P. Newton 

and Bobby Seale contacting him in 1966 to request his permission to use the Black Panther Party 

name for their organization.  Carmichael said that he told them yes as he did with another group 

in New York under the leadership of Maxwell Stanford. Eventually, Carmichael said yes to the 

desire of Newton and Seale for him to join the Black Panther Party.  He carried out his duties as 

the prime minister and Central Committee member.  Looking back at his stint in the Black 

Panther Party, Carmichael stated: 

 

 I was involved with the Black Panther Party for about a year.  Why?  Because I 

 thought there was real potential there, valuable initiatives that deserved to be 

 defended and advanced, if possible.  When I concluded that this wasn’t about to 

 happen, I left.  (p. 669) 

  



Carmichael revealed that he parted ways with the organization because of his disillusionment 

with things that happened in the organization.6   

 According to Carmichael, one of things that happened was a physical assault on James 

Forman by several fellow Black Panthers.  He recalled that: 

 

 . . . the final straw was a reported inexcusable incident in the New York SNCC office.  I 

 and all of us in SNCC were angry when we heard that a group of West Coast Panthers” 

 had invaded the office, held Jim Forman at gunpoint, and threatened his life.  C’mon, that 

 was it, Jack. Time to reevaluate the relationship. (Carmichael & Thelwell, 2003, p. 671) 

 

He proceeded to state that some people believed that Eldridge Cleaver may have ordered the 

physical assault.  For Carmichael, the physical assault on James Forman was inexcusable.      

  Eldridge Cleaver was born Leroy Eldridge Cleaver on August 31, 1935 in Wabasseka, 

Arkansas.  He joined the Black Panther Party in May 1967 and remained a member until 1971.  

Cleaver served the organization as the minister of information and a member of the Central 

Committee. He also served as the founding editor of The Black Panther.  His minister of 

information position made him third in the chain-of-command (E. Cleaver, 1978; Zumoff, 2008; 

Shames & Seale, 2016).   

 During his lifetime, Eldridge Cleaver (1968a, 1978) authored two books, namely Soul on 

Ice and Soul on Fire.  Robert Scheer (1969) and Kathleen Cleaver (2006) have also edited 

compilations of his writings.  In his book Soul on Ice, Cleaver (1968a) published essays that he 

had written while imprisoned in California. The book is divided into these four sections: (1) 

Letters From Prison; (2) Blood of the Beast; (3) Prelude to Love—Three Letters; and White 

Woman, Black Man.  The first section has a letter that details a disturbing process of how 

Eldridge Cleaver became a rapist by practicing on Black females before he “crossed the tracks 

and sought out white prey” (p. 26).  There is also a letter that indicates his initial reaction to the 

assassination of Malcolm X.  Cleaver made it clear that he left the Nation of Islam with Malcom 

X before the assassination.  The second section of Soul on Ice includes an analysis of the 

writings of James Baldwin wherein he states, “Baldwin’s essays of Richard Wright reveals that 

he despised—not Richard Wright, but his masculinity” (p. 106).  The fourth section of Soul on 

Ice contains an essay titled “To All Black Women, From All Black Men.”  He used that essay to 

express his attraction to the inner beauty, outer beauty, and strength of Black women. It showed 

his ability to evolve from a rapist of Black women to a conscious Black man with a more healthy 

attitude toward them.   

 The other book, Soul on Fire, was published by Eldridge Cleaver (1978) after he left the 

Black Panther Party.  Cleaver chronicled his life from his birth to 1978.  He addressed “the 

transition days that took me from marijuana-peddling rapist to revolutionary” (p. 65). Cleaver 

also covered how his transition days from a revolutionary to a born-again Christian.  He provided 

details about his family of orientation in Arkansas and California.  Likewise, Cleaver provided 

details about his family of orientation composed of his wife Kathleen, son Maceo, and daughter 

Joju.  Before he surrendered to law enforcement and returned to the USA to face charges he fled 

from, Cleaver explained that he lived exile in Cuba, Algeria, and France. 

 The book edited by Scheer (1969) features writings and speeches made by Eldridge 

Cleaver during the heyday of the Black Panther Party.  In one essay titled “Affidavit #1,” 

Eldridge Cleaver (1969a) discussed his involvement with April 6, 1968 shoot-out in Oakland. 

Cleaver said: 



 

  On the third night following the raid on St. Augustine’s church, members  of the 

 Oakland Police department tried to kill me. They did kill my companion, Little Bobby 

 Hutton, Treasurer of our party and first Black Panther recruited by Huey Newton and 

 Bobby Seale when they organized the party in October, 1966. They murdered Little 

 Bobby in cold blood.  I saw them shoot him, with fifty guns aimed at my head. I did get 

 shot in my leg.  (p. 12)   

 

His “Affidavit #1” was dated April 19, 1968 and first got published in the May 18, 1968 issue of 

The Black Panther (Cleaver, 1968b).   

 In a second essay titled “Affidavit #2,” Eldridge Cleaver (1969b) offered another 

discussion of April 6, 1968. Cleaver stated that two things occurred after they surrendered and 

were taken into custody.  First, the law enforcement officers physically assaulted them with kicks 

to their bodies.  Second, the law enforcement ordered them to run to the car.  Cleaver wrote: 

 

 The pigs pointed to a squad car parked in the middle of the street and told us to run to it. I 

 told them that I couldn’t run. Then they snatched Little Bobby away from me and shoved 

 him forward, telling him to run to the car. It was a sickening sight. Little Bobby, 

 coughing and choking on the night air that was burning his lungs as my own were 

 burning from the tear gas, stumbled forward as best he could, and after he had traveled 

 about ten yards the pigs cut loose on him with their guns . . .  (p. 93)    

 

According to Cleaver, the law enforcement officers would have killed him too, but Black people 

from that neighborhood showed up on the scene. They called the law enforcement officers 

murders and told them to leave him alone.  His “Affidavit #” was dated April 19, 1968 and first 

got published in the June 10, 1968 issue of The Black Panther (Cleaver, 1968c).   

 Kathleen Cleaver’s (2006) compilation of the writings of Eldridge Cleaver is divided into 

these four parts: (1) Early Years; (2) Revolution; (3) Exile; and (4) Transition. The four parts 

feature excerpts from Soul on Fire, Soul on Ice, and some unpublished writings including “The 

Autobiography of Eldridge Cleaver.”  In an introduction to her compilation of the writings of 

Eldridge Cleaver, Kathleen Cleaver (2006) noted that Eldridge Cleaver found himself locked up 

after April 6, 1968 shoot-out with law enforcement officers that left Bobby Hutton dead.  

Eventually, Cleaver fled the country to Cuba first and then Algeria.  While in Algeria, Cleaver 

set up an international wing of the Black Panther Party with the help of his wife Kathleen 

Cleaver, Donald Cox, and others.  In 1971, COINTELPRO engineered a split between Eldridge 

Cleaver and Huey P. Newton that caused former comrades to become mortal enemies.    

 Kathleen Cleaver (2006) pointed out that Eldridge Cleaver played a major role in helping 

to catapult the Black Panther Party into a statewide and nationwide phenomenon.  She also 

credited Eldridge Cleaver with being one of the spearheads of the “Free Huey” mobilization.  

That mobilization included the Free Huey Rally that took place on February 17, 1968 at the 

Oakland Auditorium.  In addition, she gave Eldridge Cleaver credit for playing a major role in 

establishing alliances with various groups in the White Left, including the Students for a 

Democratic Society (SDS), Peace and Freedom Democratic Party, Weathermen, and others. 

Likewise, Eldridge Cleaver played a major role in establishing the organization’s alliance with 

SNCC.  



 Eldridge Cleaver (2006b), in one of the unpublished writings titled “Bunchy” in Target 

Zero, wrote about the life and times of Alprentice “Bunchy” Carter.  He explained that Bunchy 

Carter joined the Black Panther Party shortly after Huey P. Newton went to jail in October 1967.  

Carter remained in the organization until he and Jon Huggins were killed by members of US on 

January 4, 1969.   Eldridge Cleaver noted that he was the third in command and had to make a 

lot of important decisions on behalf of the Black Panther Party because Huey P. Newton and 

Bobby Seale were locked up during that both locked up between October and December 1967.  

One of those decisions was to recruit Bunchy Carter into the organization and have him set up a 

Southern California Chapter.   

 In one of the unpublished speeches titled “Black History Month Address to Grant African 

American Episcopal Church, Los Angeles” in Target Zero, Eldridge Cleaver (2006c) related 

that, “I lived in Cuba for eight months, I lived in Algeria for four years, I lived in France for 

three years . . .” (p. 309).  Eldridge Cleaver also related that 

 

  The day that Dr. Martin Luther King got killed, that was the beginning of the 

 trouble that I got into. They had riots all over the country, people burning and looting and 

 all kinds of things.  But we didn’t believe in spontaneous riots, we  believed in ambushes.  

 Two days after he was killed, I got into a gun fight with the Oakland Police Department.  

 There were 14 of us. 

     When I went to court I pled not guilty, but we did it, we attacked the police 

 because we were mad. In that gun fight three police officers got wounded, I got wounded.  

 And after the shooting was all over and we were in custody they shot and killed Bobby 

 Hutton.  (p. 308) 

 

Although he admitted that a group of Black Panthers under his leadership attacked some police 

office in an attempted ambush and not vice versa, Eldridge Cleaver never changed his statement 

that they were physically assaulted after being taken into custody and that Bobby Hutton was 

shot and killed unjustly after being taken into custody. 

 Kathleen Cleaver was Juette Kathleen Neal born on May 13, 1945 in Dallas, Texas. 

Although she has not written a full autobiography, Kathleen Cleaver has co-edited a book that 

contains some of her essays that shed light on her life and times in the Black Panther Party.  She 

has also edited a compilation of the writings of her former husband that sheds light on her 

relationship with him among other things.  In addition, Kathleen Cleaver has published essays in 

compilations edited by others to shed light on her life and times in the Black Panther Party. 

Furthermore, Kathleen Cleaver granted an interview wherein she sheds light on her life and 

times in the Black Panther Party Francisco (K. Cleaver, 1998, 2001; Cleaver & Katsiaficas, 

2001; Mosnier, 2011; Womack, 2008). 

 Kathleen Cleaver joined the Black Panther Party in 1967 and remained a member until 

1971.  Kathleen Cleaver served the organization as the communications secretary and a member 

of the Central Committee.  Before she joined the Black Panther Party, Kathleen Cleaver was an 

organizer with SNCC.  After she met Eldridge Cleaver in Nashville, Tennessee at a March 1967 

SNCC conference titled “Liberation is Coming from a Black Thing,” they engaged in a 

whirlwind romance which led to her moving to California to be with him in November 1967.  

They got married in December 1967.  Kathleen Cleaver quickly got involved with the Black 

Panther Party and became a part of the Oakland based social network although she and Eldridge 



Cleaver lived in San Francisco (K. Cleaver, 1998, 2001; Cleaver & Katsiaficas, 2001; Mosnier, 

2011). 

 The skillset of Kathleen Cleaver (2001) related to organization and leadership helped the 

Black Panther Party to become a stronger organization.  Looking back on her entry into the 

Black Panther Party, she has recalled: 

 

 Everything I learned in SNCC I took with me into the fledging Black Panther Party. I 

 started there in November 1967, three or four weeks after Huey Newton was jailed on 

 charges of killing an Oakland policeman in a predawn shoot-out. I organized 

 demonstrations.  I wrote leaflets. I held press conferences. I attended court hearings. I 

 designed posters. I appeared on television programs, I spoke at rallies. I even ran for 

 political office in order to organize the community around the program of the Black 

 Panther Party and mobilize support to free Huey Newton.  (p. 124)    

 

She further related that, “I created the position of Communications Secretary, based on what I 

had seen Julian Bond do in SNCC” (p. 125).  In the aftermath of the April 6, 1968, her husband 

fled to Cuba and then Algeria to live in exile.  Kathleen Cleaver joined him in exile and worked 

with him and others to establish the international section of the Black Panther Party.  Following 

the split between Eldridge Cleaver and Huey P. Newton, the Huey P. Newton faction made an 

unsuccessful attempt to recruit Kathleen Cleaver.  However, Kathleen Cleaver remained with her 

husband in exile and had two children by him during that period of their lives.  Although she has 

not written a full autobiography, Kathleen Cleaver has co-edited a book that contains some of her 

essays that shed light on her life and times in the Black Panther Party.  She has also published 

essays in compilations edited by others to shed light on her life and times in the Black Panther 

Party (Cleaver, 1998, 2001; Cleaver & Katsiaficas, 2001). 

 Don Cox was born Donald Cox was born on April 14, 1936 in Appleton City, Missouri.  

He joined the Black Panther Party in November or December 1967 and stayed until 1971.  Don 

Cox served as a field marshal and a member of the Central Committee.  He held those positions 

until he was expelled from the organization in 1971 by Huey P. Newton (Cox, 2019).   

 After leaving the Black Panther Party, Cox (2019) wrote his autobiography subtitled My 

Life in the Black Panther Party.  He also wrote an essay titled “The Split in the Party” (Cox, 

2001).  In his autobiography, Cox covered his life and times from birth in Missouri to his life as 

an exile in Algeria and France.  Cox reported that he organized a small group in San Francisco 

who engaged in guerrilla warfare before he joined the Black Panther Party.  After he joined the 

Black Panther Party, Cox was tasked with teaching other Black Panthers regarding how to 

engage in guerrilla warfare.    

 Cox (2001), in his essay, detailed how the split in the Black Panther Party unfolded from 

his perspective.  He pointed out that the split between Huey P. Newton and Eldridge Cleaver 

took place on February 26, 1971 during a live television.  Whereas Huey P. Newton was in the 

television studio in San Francisco, Eldridge Cleaver called in from Algeria.  Cox said the conflict 

between the two Black Panthers centered on the direction of the organization.  Huey P. Newton 

wanted to focus on the survival programs and Eldridge Cleaver wanted to focus on guerrilla 

warfare.  Shortly after the television show was over, Huey P. Newton called Don Cox in Algeria 

to find out which of the two men he would support.  After Cox indicated his support for Eldridge 

Cleaver, Huey P. Newton exploded and told him he was going to be crushed.  The Black Panther 

Party became an organization with a Newton faction and a Cleaver faction on February 26, 1971. 



 According to Cox (2001), Robert “Spider” Webb, a member of the Cleaver faction, was 

assassinated in Harlem on March 8, 1971 by a suspected hit squad from the Newton faction.  

Some 10 days later, William Seidler, a White supporter of the Cleaver fashion, was assassinated 

in Philadelphia on March 18, 1971 by a suspected hit squad from the Newton faction.  Reflecting 

on the Webb killing, Cox said:  

   

  Nothing in my previous life experience, nor my experience in the Black 

 Panther Party, nor what I thought I knew about Huey Newton prepared me for the panic-

 stricken telephone call I received a few days later from Zayd Shakur in the Harlem office, 

 hysterically shouting that Robert “Spider” Webb had just been ambushed and killed at the 

 crossroads of Harlem, 125th Street and Seventh Avenue!  (p. 119) 

   

Cox said that Huey P. Newton “lashed out with megalomaniac, perverted rage and ordered the 

assassination of Spider just to hurt me, to avenge his injured, bloated ego” (p. 119). He also 

speculated that his friend William Seidler was assassinated by the Newton faction to get back at 

Cox for joining the Cleaver faction.  Although Cox did not mention it, the Cleaver faction 

retaliated by assassinating Samuel Napier, a member of the Newton faction, in Queens on April 

17, 1971.     

 Emory Douglas was born on May 24, 1943 in Grand Rapids, Michigan.  He joined the 

Black Panther Party in April 1967 and remained a member until 1982.  Brown served the 

organization in several posts, including revolutionary artist and minster of information.  Next to 

Huey P. Newton, Emory Douglas was the longest serving member of the Black Panther Party.  

Emory Douglas was the leading artist in the Black Panther although there were others, including 

Joan Tarika Lewis, also known as Matilaba, Mark Teemer, and Brad Brewer (Sudbanthad, 2008; 

Bourne, 2007; Committee on Government Operations, 1969a).7   

 Although he never published an autobiography, a book of his artwork was edited by Sam 

Durant (2007).  That book also has an interview of Emory Douglas by St. Clair Bourne (2007).  

Douglas told Bourne that he was active with the Black Arts Movement, along with Bobby Seale, 

before he joined the Black Panther Party.  He had also been an art student at City College of San 

Francisco.  

 An analysis of The Black Panther indicates that Emory Douglas had work in basically 

every issue.  It was not unusual for his artwork a whole page of The Black Panther.  Looking 

back at his first involvement with The Black Panther, Emory Douglas recalled: 

 

 Huey and Bobby were trying to recruit Eldridge [Cleaver] as the writer for the 

 newspaper for the Black Panther Party. Eldridge used to stay at the place they used to 

 call, at one time, the Black House. Eldridge loved upstairs, and they used to have the 

 cultural activity downstairs. Huey and Bobby used to come over there all the time to talk 

 with Eldridge about becoming part of the party.  And I used to come through there for the 

 cultural events. And so one night I went over there, and it just so happened that Huey and 

 Bobby were trying to talk with Eldridge, and so when I came in Bobby was sitting down 

 trying to do the first issue of the newspaper, trying to do the headlines with a pencil.  And 

 I told him I could help improve the quality of what was being done.  And so I went to the 

 other side of town to my house, came back, and they were impressed that I came back. 

 They said they were going to start a newspaper. And I would be considered the 

 Revolutionary Artist for the newspaper.  (Quoted in Bourne, 2007, p. 200)     



After joining the Black Panther Party, Emory Douglas played a key role in the development of 

Black Panther Party’s printing operation.  While he was active with the Black Arts Movement, 

Emory Douglas did set designs for plays by Amiri Baraka at the Black House.  He also did set 

designs for plays by Marvin X at the Black House. 

 David Du Bois was born on March 9, 1925 in Seattle, Washington. He joined the Black 

Panther Party around 1972 and left in 1977.  After his mother married W.E.B. Du Bois in 1951, 

David Graham asked his stepfather W.E.B. Du Bois for permission to change his name to David 

Graham Du Bois.  The request was granted and he began to use Du Bois as a surname and 

Graham as a middle name.  Du Bois served as a co-editor and editor of The Black Panther.  He 

also served as a member of the Central Committee (Woo, 2005; Floyd, 1997; Encyclopedia 

Africana Project, 2006).8  

 While serving in the Black Panther Party, Du Bois (1975) published his novel And Bid 

Him Sing. It covers the experiences of Black people as expatriates in Egypt during the 1960s.  

Those Black people include Bob Jones, a journalist, and Suliman Ibn Rashid, a poet.  Events 

covered in the novel include a meeting of the Organization of Afro-American Unity and the 1967 

so-called Mideast War between Egypt and Israel.  The novel was serialized in The Black Panther 

when Du Bois was a co-editor.  Du Bois knew Egypt very well having lived there during the 

1960s.  In 1977, Du Bois returned to live in Egypt after he left the Black Panther Party to go 

there and take care of his mother.9 

 Flores A. Forbes (2006) was born in 1952 in San Diego, California. He became a member 

of the Black Panther Party during the summer of 1968 at the age of 16 and stayed a member until 

it ended in 1982.  Forbes served in the Black Panther Party as a bodyguard, chief armorer, 

assistant chief of staff and a member of the Central Committee.  He also served as a member of 

the Buddha Samurai, a secret group in the Black Panther Party as a shakedown squad and hit 

team carrying out special operations. 

      In his native San Diego, the first Black Panther encountered by Forbes (2006) was Walter 

Wallace.  He met him at the Black Panther Party office located at 2090 Imperial Avenue. After 

Forbes asked about the history of the organization, Wallace told him that the San Diego Branch 

was founded by Kenny Denman.  Forbes expressed interest in membership and was told that he 

would have to attend political education classes. That same week he began to attend political 

education classes led by Denman.  Later that summer, Denman took him on a trip to Oakland 

where Forbes met Tommy Jones, Jr., Glen Stafford, Wendell Wade, Orleando Harrison, Randy 

“Cold Steel” Williams, Robert Bay, Landon Williams, Bunchy Carter, John Huggins, Emory 

Douglas, Elbert “Big Man” Howard, June Hilliard, John Seale, Ericka Huggins, Trenell Price, 

and Franco Diggs. Denman had brought Forbes to Oakland to attend a Free Huey Rally in De 

Fremery Park, which the Black Panthers had informally renamed Bobby Hutton Memorial Park. 

One of the major speakers at the rally was Eldridge Cleaver, who had served time with Denman 

in prison. 

 Forbes (2006) was raised in a Navy family as a military brat who refused to give him 

permission to be a Black Panther because of his age.  Instead, they wanted him to finish high 

school and go to college.  Forbes chose to go to the Job Corps in Oregon with a goal that he 

would be relatively independent, get a GED, read Black Panther literature, and then be more 

prepared to be a full-fledged member.  Shortly before, Forbes returned to San Diego and hooked 

back up with the Black Panther Party.  By that time, Sylvester Bell and John Savage had been 

assassinated in San Diego.  Likewise, Alprentice “Bunchy” Carter and John Huggins had been 

assassinated in Los Angeles.    



 The Black Panther Party welcomed Forbes (2006) back to the ranks and he took up the 

odyssey of being a member for the next 14 years.  He was trained to be a specialist in security 

and weaponry. After being trained in the Riverside Branch, Forbes was transferred to the 

Southern California Chapter in Los Angeles.  Between 1970 to 1971, Forbes organized Free 

Breakfast Program for Children in Watts’ Jordan Downs, Imperial Court, Nickerson Gardens, 

and the Haciendas.  Eventually, Forbes landed in Oakland where he became a part of the Buddha 

Samurai, created by Newton in 1972.  He was responsible for maintaining stash of weapons that 

belong to the organization. Forbes also oversaw the security detail at the Lamp Post Bar and 

Restaurant, which was owned by the organization.   

 After Newton fled the country in 1974, Forbes (2006) had his roles expanded.  He 

remained a part of the Buddha Samurai, but also became the assistant chief of staff and a 

member of the Central Committee.  According to Forbes, the members of the Central Committee 

from 1974 to 1977 included, at one time or another, Elaine Brown, Phyllis Jackson, Norma 

Armour, Ellis White, Michael Fultz, Emory Douglas, Joan Kelly, Ericka Huggins, Comrade 

Bethune, Robert “Big Boy” Heard, David Du Bois, and Flores Forbes.  Upon Newton’s return in 

1977, Forbes led some members of the Buddha Samurai on a mission to kill a woman named 

Crystal Gray, who was going to testify against Newton in a murder trial.  The mission turned out 

badly and Forbes was wounded by a gun blast to his hand in 1977.  Forbes went underground 

from 1977 to 1980.  He surrendered to face charges of attempted murder in 1980.  Forbes was 

convicted in 1983 and sentenced to prison.  After his release from prison in 1985, Forbes 

returned to college and got a B.A. in 1986 from San Francisco State and a M.A. in urban 

planning from New York University in 1989, which was the same year Newton was killed on the 

streets of Oakland.  Armed with higher education, Forbes became a successful public 

administrator in the public and private sectors as well as a college administrator. 

 In addition to his public administration, Flores A. Forbes (2006) authored a book titled 

Will You Die for Me?  Forbes took a close look at his Black Panther Party days provided some 

important details about the Buddha Samurai and the Central Committee.  He informed us that the 

Buddha Samurai was a secret group of security personnel who was duties related to stern stuff, 

including physical assaults. Forbes related that he served on the Central Committee between 

1975 and 1977 with both women and men.  He also reported that the meetings often took place 

in the home of Elaine Brown or another location controlled by the Black Panther Party.                       

 James Forman was born on October 4, 1928 in Chicago, Illinois. He joined the Black 

Panther Party in February 1968 and remained a member until July 1968. Forman served as the 

minister of justice and member of the Central Committee. He left the organization after he was 

physically assaulted by some fellow Black Panthers (Forman, 1972; Carmichael & Thelwell, 

2003).   

 During his short stint in the Black Panther Party or soon afterwards, James Forman 

(1968) published a book titled Sammy Younge, Jr.: The First Black College Student to Die in the 

Black Liberation Struggle. The book focused on the life and times of Sammy Younge, Jr..  

Forman noted that Sammy Younge, Jr. was the first Black college student to die in what James 

Forman referred to as the “Black Liberation Movement.”  James Forman dedicated his book to 

Huey P. Newton, Charles Koen, H. Rap Brown, “and all others who will Take Care of Business” 

(p. 3).  Sammy Younge, Jr., a military veteran who served in the US Navy, was a student at 

Tuskegee Institute (aka Tuskegee University) and a member of SNCC at the time of his death.  

He was shot to death by a White in Tuskegee, Alabama when he attempted to use a “White only” 



restroom.  Whereas Bobby Hutton became a martyr for the Black Panther Party, Sammy 

Younge, Jr. became one for SNCC.   

 After his departure from the Black Panther Party, Forman (1972) authored a memoir 

titled The Making of Black Revolutionaries: A Personal Account. Forman covered his life from 

childhood to the early 1970s. He addressed his stint in the military (U.S. Air Force) and his 

participation in SNCC and the Black Panther Party.  Forman said that that SNCC became the 

first civil rights organization to take a public stand against the Vietnam War.  When Sammy 

Younge, Jr. was killed on January 4, 1966 and the White killer was set free by an all-White jury, 

it caused Forman to end any commitment to nonviolence even as a tactic.  A 1966 statement 

from SNCC charged the U.S. government with having a great responsibility for the death of 

Younge and many peasants in Vietnam.   

 Forman (1972) said the relationship between SNCC and the Black Panther Party was 

supposed to be based on an alliance and not a merger.  Whereas Forman called it an alliance, 

Eldridge Cleaver called it a merger.  Forman has related that: 

 

  In January, 1968, there were three different groups of people organizing around 

 the symbol of the black panther: the Black Panther Party for Self-Defense, the Black 

 Panther Party of Southern California, and the Black Panther Party of Northern California.  

 (p. 524) 

 

Within a short period, there was only one, namely the Black Panther Party founded by Huey P. 

Newton and Bobby Seale. Forman recalled: 

 

 The Black Panther Party of Southern California had dissolved itself in January, 1968, and 

 had become the SNCC chapter in Los Angeles. The one in northern California had 

 basically disintegrated. This left only the Black Panther Party for Self-Defense operating 

 in California.  (p. 528)  

 

The relationship of Forman with the Black Panther Party started when he held a political 

education class for it that was attended by David Hilliard and Bobby Hutton. At that meeting, 

Forman introduced them to his ten-ten-and-ten method of organizing a city.   

 According to Forman (1972), by the next the next month, an alliance had developed 

between SNCC and the Black Panther Party.  The agreement called for the top three leaders in 

SNCC to hold posts in the Black Panther Party.  It failed apart because of differences between 

Forman and Cleaver. The alliance collapsed on July 22, 1968 and Forman and Brown ended up 

cutting ties with the Black Panther Party. Stokely Carmichael left too months later.  Forman said 

there were two main reasons why he left the Black Panther Party.  One reason was: “I did not 

like the lack of internal security within the Black Panther Party” (p. 538). He explained that the 

Black Panther Party “opened itself to infiltration and frame-ups by the loose method of recruiting 

that it employed and other practices” (p. 538).  A second reason was: “I could not function 

properly with the party unless its administrative apparatus was drastically restructured—and it 

seemed clear that this was not about to happen” (p. 538).  Forman said that it was a “vicious lie” 

that a group of fellow Black Panthers went into his office in New York, put a gun in his mouth, 

and pulled the trigger three times (p. 522).      

 David Hilliard was born on May 15, 1942 in Rockville, Alabama.  He joined the Black 

Panther Party in April 1967 and remained a member until 1974. David Hilliard served as the 



chief of staff and member of the Central Committee.  He brought his wife Pat Hilliard into the 

organization as well as his brother Roosevelt “June” Hilliard.  At one point, the three Hilliards 

controlled the finances of the Black Panther Party (Hilliard & Cole, 1993; Tartt, 2008a).10    

 After he left the organization, David Hilliard served as the co-author, editor, and co-

editor of several books.  The first book was his co-authored autobiography published with the 

main title This Side of Glory (Hilliard & Cole, 1993).  It covers his life from the beginning until 

the death pf his son Darryl Hilliard in 1992.  He states that he became involved with the Black 

Panther Party by helping Huey P. Newton to raise the bail money to free the Black Panthers 

involved with May 2, 1967 Armed Protest Demonstration in Sacramento.  Hilliard also discloses 

that he was expelled from the Black Panther Party in 1975 by Huey P. Newton.  The expulsion 

occurred while David Hilliard was prison.   

 The second book was a co-edited compilation titled The Huey P. Newton Reader (Hilliard 

& Weise, 2002). This book includes excerpts from Newton’s previously published works. It also 

includes some unpublished works that can be found in the Huey P. Newton Foundation Papers at 

Stanford University.  The third book was a co-edited biography of Huey P. Newton titled Huey: 

Spirit of the Panther (Hilliard, Zimmerman, & Zimmerman, 2006).  It traces the life of Huey P. 

Newton from student days at Merritt College to his death on a street in West Oakland. A special 

gem in this work is the transcription of the February 26, 1971 phone call between Huey P. 

Newton and Eldridge Cleaver that led to the infamous split in the organization. Hilliard 

exclaimed that COINTELPRO played a major role in fostering the conflict between Huey P. 

Newton and Eldridge Cleaver.  

 The fourth book was one edited by Hilliard (2007) titled The Black Panther: 

Intercommunal News Service.  It includes a selection of issues of The Black Panther as well as 

an original documentary on the Black Panther Party.  He selected 47 issues that were published 

between April 1967 and September 1980.  The fifth book was one edited by Hilliard (2008) titled 

The Black Panther Party: Service to the People Programs.  It covers 22 community service 

programs, including the Free Breakfast for Schoolchildren Program, Intercommunal News 

Service, and Seniors Against a Fearful Environment (SAFE).          

 Elbert “Big Man” Howard (2002) was born January 5, 1939 in Chattanooga, Tennessee. 

He joined the Black Panther Party in November 1966 and remained a member until 1974. 

Howard served as the deputy minister of information and member of the Central Committee.  He 

also served as an editor of The Black Panther, program coordinator, and organization 

spokesperson.   

 Since he left the organization, Howard (2002) has authored his autobiography titled 

Panther on the Prowl.  The book covers his life from the beginning until around 2002.   Howard 

provided a photograph of the original six members of the Black Panther Party, which included 

Reginald Forte, Sherman Forte, Li’l Bobby Hutton, Huey P. Newton, Bobby Seale, and him.  Of 

that group, Howard was the oldest.  By the time he joined the Black Panther, like Bobby Seale, 

Howard had served a stint in the U.S. Air Force.  Following his discharge at Travis Air Force 

Base, the Tennessee native decided to remain in the Bay Area and attend Grove Street College 

(which was later named Merritt College) on the GI Bill.  While attending that institution, 

Howard became involved with the Soul Students Advisory Council and the Black Panther Party.  

Howard has explained that he first met Huey P. Newton and Bobby Seale at Grove Street 

College.  

 According to Howard (2002), he participated in the organization’s initial armed patrols to 

monitor the Oakland Police Department.  He also loaned Li’l Bobby Hutton the shotgun he 



possessed during the April 6, 1968 shoot-out. The masthead of The Black Panther identifies him 

as a member of the Editorial Board in the March 31, 1969 issue in the position of managing 

editor.  He replaced Frank Jones in that position.  Howard was identified as a member of the 

Editorial Board in the April 6, 1969 issue in the position of managing editor and deputy minister 

of education. He was listed in both positions from April 6, 1969 to June 6, 1970 when the 

masthead stopped listing positions and names.  An earlier September 7, 1968 mentioned a 

category called “Contributors” and it included “Many dedicated Black Revolutionaries from 

across the nation.”  More than likely, that group of people included Howard.  

 During the summer of 1969, Howard (2002) began to travel abroad as a spokesperson for 

the Black Panther Party.  He spoke in countries such as Japan, Sweden, and Denmark.  Howard 

also travelled to different parts of the USA helping to develop coalitions and support groups with 

other organizations to defend Black Panthers facing charges.  As the Black Panther Party 

expanded, it did not have an adequate process to screen people seeking join.  Thus, it got 

infiltrated and monitored by FBI informers, agent provocateurs, and actual agents.  Howard 

included George Sams and Warren Kimbro in that category.   

 Howard (2002) related that got a call telling him to go to New York and get the body of  

Samuel Napier after he was assassinated in 1971.  He stated that Samuel Napier was killed as a 

result of the split between the Newton faction and Cleaver faction.  Howard said that the split 

“was the work of COINTELPRO to drive a wedge in the Party and kill a member at the same 

time” (p. 59).  He also stated that law enforcement officers used the tactic of feeding false 

information to both sides.  However, Howard admitted that, “The West Coast Panthers murdered 

Robert Webb” (p. 59).     

 Ericka Huggins was born Ericka Cozette Jenkins on January 5, 1948 in Washington, DC. 

She joined the Black Panther Party in November 1967 with her husband John Huggins and 

remained a member until 1981. Huggins first served as a captain of the women in the Southern 

California Chapter of the Black Panther Party.  She later served as the director of the 

Intercommunal Youth Institute and member of the Central Committee.  Huggins also served as a 

co-editor of The Black Panther (Huggins, 2020; Tartt, 2008b; Cline, 2016).11  

 While serving in the Black Panther Party, Huggins co-authored a book of poetry with 

Huey P. Newton titled Insights & Poems (Newton & Huggins, 1975). It consists of 24 poems by 

Huggins. The poems reflect the thoughts and feelings of a very caring and sensual person.  On 

the one hand, her poems “For Huey,” “Alprentice (Bunchy) Carter,” and “One Life/Jonathan” 

show her deep concerns about the living and dead.  At the time, Newton was alive, but Carter 

and Jackson had been cut down by bullets that stopped their hearts. Her poems it clear that those 

bullets did not stop her memories and her caring about their hearts.  The poem she wrote for 

Newton is an ode with a rhythm that swings back and forth like Sly Stone and Sister Rose sing 

Family Affair.  Some of the other poems in the book make us think of a sensual woman relaxing 

on a bed humming Aretha Franklin’s You Make Me Feel Like a Natural Woman.       

          Huey P. Newton was born on February 17, 1942 in Monroe, Louisiana. He was one of the 

two founders of the Black Panther Party in October 1966. Huey P. Newton remained a member 

of the organization until it disbanded in 1982.  When the organization started, Huey P. Newton 

held the position of minister of defense.  He served on the Central Committee was the Black 

Panther Party’s chief theoretician.  Huey P. Newton changed his title several times, but he 

remained as the top leader in the organization.  His brother Melvin Newton later joined the 

organization and served as the minister of finance (Newton, 1973).  



 Over the course of his long 16-year stint with the Black Panther Party, Huey P. Newton 

was the author or co-author of five books. The first book was titled To Die for the People: The 

Writings of Huey P. Newton (Newton, 1972).  Among the writings included in this book are three 

of his executive mandates; eulogies; a 1970 speech at Boston University wherein he announced 

that intercommunalism was the ideology of the Black Panther Party; a 1971 speech on the 

relevance of the church wherein he criticized David Hilliard for using profanity in a presentation 

to some preachers; and a 1971 essay wherein the conflict between him and Eldridge Cleaver that 

led to the infamous split in the Black Panther Party.  Newton described the actions of Eldridge 

Cleaver during the split as a defection.  He also said the organization defected from the Black 

community as its base by engaging in alienating profanity in public settings including churches.  

Newton was aware that many of the organization’s Free Breakfast for Schoolchildren Programs 

were housed in churches.   

 Newton’s second book was his autobiography titled Revolutionary Suicide (Newton, 

1973).  He covered his life from his birth in Monroe, Louisiana to his visit to China in 1971 and 

the conflict between him and Eldridge Cleaver that led to the infamous split in the Black Panther 

Party.  Newton proceeded to make a distinction between revolutionary suicide and reactionary 

suicide. He also discussed how the development of the Black Panther Party was impacted by 

members being placed in jail or prison for various charges.  Newton explained that, “When 

Bobby left in August, 1967, we were not to be together on the streets again until June, 1971” (p. 

160). Two months later, in October 1967, Newton was also taken off the streets to face charges 

related to death of police officer John Frey.   

 The third book was one he co-authored titled In Search of Common Ground: 

Conversations with Erik H. Erikson & Huey P. Newton (Newton & Erikson, 1973).  That book 

includes an extended statement on intercommunalism as ideology he constructed for the Black 

Panther Party.  He explained that the ideology of the organization went from Black nationalism 

to revolutionary nationalism; from revolutionary nationalists to internationalists; and from 

internationalists to intercommunalists. Newton made a distinction between revolutionary 

intercommunalism and reactionary intercommunalism. For Newton, revolutionary 

intercommunalism was an ideal social condition. Whereas reactionary intercommunalism is a 

social condition wherein a power elite multiple power elites control other people by using 

technology, revolutionary intercommunalism is the opposite. 

 Newton’s fourth book was one he co-authored titled Insights & Poems (Newton & 

Huggins, 1975). The book contains 20 poems by Newton.  They are reflective and show the 

insight of a man who has thought deeply about the human condition and shared it in a poetic 

communication.  The poems show that Newton was a very spiritual man seeking to understand 

the meaning of life.  His poem Blank can remind one of the evening red sun that hangs in a dark 

blue sky in the evening over the Okefenokee Swamp.  Sadly, the fog and smog keep one from 

seeing that same evening red sun hanging in a dark blue sky in the evening over Lake Merritt.      

 Newton’s (1996) fifth book was titled War Against the Panthers: A Study of Repression 

in America. It was actually a reprint of the dissertation that earned him a Ph.D. in the history 

consciousness at the University of Santa Cruz during 1980.  Two of his dissertation committee 

members included Arthur Pear and Page Smith.  Newton used C. Wright Mills’s concept of the 

sociological imagination to explore the Black Panther Party as a dynamic social movement.  He 

argued that reactionary forces in the Federal government used the Federal Investigation Bureau’s 

Counterintelligence Program (COINTELPRO) to wage war against the Black Panther Party.  

Newton said wrote that, “J. Edgar Hoover, then director of the FBI, publicly stated that the Party 



constituted ‘the greatest threat to the internal security of the country . . ,’ of any organization” (p. 

53).  He added: “If the 295 documented actions taken by COINTELPRO alone to disrupt Black 

groups, 233—or 79 percent—were specifically directed toward destruction of the Party” (p. 53).  

Newton further related that the COINTELPRO spent over $7,000,000 in 1976 to pay off 

informants and agent provocateurs.  The result was that many Black Panthers became casualties, 

including Fred Hampton, Mark Clark, and many others.       

 Bobby Seale was born on October 22, 1936 in Liberty, Texas.  He was one of the two 

founders of the Black Panther Party in October 1966.  Bobby Seale was the chairman of the 

organization and a member of the Central Committee.  He held those positions until he left the 

organization in 1974 because of disenchantment with Huey P. Newton (Seale, 1978).   

  During his time with the Black Panther Party, Bobby Seale (1970) became the first 

member of the Central Committee to author a book when he published Seize the Time: The Story 

of Huey P. Newton and the Black Panther Party. His book helped make Huey P. Newton into an 

iconic figure among Black youth and the White Left. Seale’s book created an image of Huey P. 

Newton that he found hard to live up to once he was released from prison.  In a sense, the book 

made Huey P. Newton bigger than life.  However, the book also brought badly needed funds into 

the organization because sales were relatively high.   

 Following his departure from the organization, Seale wrote authored or co-authored three 

books.  One book is an autobiography titled A Lonely Rage (Seale, 1978).  This book covers the 

life and times of Bobby Seale from his boyhood to his departure from the Black Panther Party. 

Seale related that he got frustrated in 1974 because the organization was going downhill “with 

only a hundred members” (p. 232).  He complained that the organization had a decline, “From 

ten thousand members and forty or more branches and chapters to only an Oakland headquarters 

and a North Carolina chapter” (p. 233).  Seale discloses that he left the Black Panther Party and 

Oakland under some duress.  A second book is cookbook titled Barbeque’n With Bobby: 

Righteous, Down-Home Barbeque Recipes by Bobby Seale (1988).  Seale provided recipes to 

various barbequed Soul Food dishes, including beef, lamb, poultry, and fish.  He also provided 

recipes to side dishes and salads.  Seale’s book includes a special section that features salt-free 

recipes, low sodium recipes, and sugarless recipes.   

 A third book is co-authored and titled Power to the People: The World of the Black 

Panthers (Shames & Seale, 2016).  For this book, co-author Stephen Shames, a White 

photographer, conducted interviews with many former members of the Black Panther and 

interspersed his photographs with quotes he collected from them, including Bobby Seale.  

During an interview, Seale told Shames that: 

 

  On October 22, 1966, my birthday (and I did not remember it was my birthday 

 until the end of the day), Huey and I founded the party. In the first two weeks there were 

 six members. They were Reggie and Sherwin Forte. Little Bobby Hutton. Elbert “Big 

 Man” Howard. Myself. And Huey P. Newton. Big Man was a part-time student, and he 

 also worked full time as a printer. Bobby Hutton was a student at Tech High School. 

 Sherwin Forte was a student. Huey was still in night law school. I worked for the 

 Oakland Department of Human Resources as the community liaison with the North 

 Oakland Neighborhood Service Center.  (p. 23)                  

 

Seale also told Shames that the Soul Students Advisory Council (SSAC) at Merritt College was 

founded by Virtual Murrell and him.  According to Seale, Huey P. Newton was not a founder of 



the SSAC.  Huey P. Newton joined the SSAC after Virtual Murrell and Bobby Seale organized a 

standing-room only anti-Vietnam War Rally at Merritt College in its auditorium.  Another key 

thing that Seale told Shames was: “After Sacramento, Eldridge says, ‘Look, you guys, I’m 

joining your party.’ Being on parole, he was not supposed to have weapons, but he bought 

himself a big .357 Magnum.  That’s when Eldridge joined the party, in May of 1967” (p. 38).      

 

The Central Committee in The Black Panther 
 

 After the Black Panther Party emerged in October 1967, it began to recruit members into 

the ranks.  Bobby Hutton was the first member to join the fledging organization after it was 

founded by Huey P. Newton and Bobby Seale.  Huey P. Newton took the position of minister of 

defense; Bobby Seale took the position of chairman; and Bobby Hutton took the position of 

treasurer.  If an FBI report by Weiskirch (1967) is correct, the Black Panther Party had 

developed an Executive Committee by July 1967. The report lists the following names and 

positions: 

 

 Huey Percy Newton 

 Minister of Defense  

 and Treasurer 

 

 Bobby George Seale 

 Chairman and  

 Branch Captain of North Oakland 

 

 Richard Matsui Aoki 

 Minister of Education and 

 Branch Captain of Berkeley 

 

 George Edward Dowell 

 Branch Captain of North Richmond 

  

 Mark Everett Comfort 

 Branch Captain of East Oakland 

 

 Leroy Eldridge Cleaver 

 Editor of Newspaper and 

 Branch Captain of San Francisco  

  

According to the Weiskirch report, by July 1967, the Black Panther Party had established 

branches in North Oakland, Berkeley, North Richmond, East Oakland, and San Francisco. The 

report also said that the following people were members of the organization: Audry Hudson; 

Barbara Author; Alex Papillion; and Carlotta Moseley.  Audry Hudson was identified as the 

secretary of the Black Panther Party and a member of the administrative staff of The Black 

Panther, which was the official newspaper of the organization.  Barbara Author was identified as 

a University of California, Berkeley student and a member of a committee in the Black Panther 



Party.  Alex Papillion was identified as the chairman of the campus branch at Merritt College.  

Carlotta Moseley was identified as a member of the campus branch at Merritt College.   

 In its March 16, 1968 issue, The Black Panther published a photograph display of images 

from a Free Rally at the Oakland Auditorium.  The centerfold of the newspaper featured a 

photograph display titled “Free Huey Rally Oakland Auditorium.”  One photograph identified 

Stokely Carmichael as the prime minister. A second photograph identified Bobby Seale as the 

chairman. A third photograph identified H. Rap Brown as the minister of justice.  A fourth 

photograph identified Eldridge Cleaver as the minister of information.  A fifth photograph is 

labelled “The Strongest Lineup of Black Leaders Ever Assembled Under One Roof” and it 

shows Black Panther supporter and Berkeley City Councilman Ronald V. Dellums, Black 

Panther leader Donald “D.C.” Cox, Black Panther leader Bobby Seale, Black Panther leader 

Stokely Carmichael, Black Panther leader H. Rap Brown, Black Panther leader James Forman, 

Black Panther leader Alprentice “Bunchy” Carter, and an empty wicker chair symbolizing the 

absence of Huey P. Newton. That issue also includes an article by Kathleen Cleaver that 

identified her as the communications secretary. Those documents were used by supporters and 

opponents to identify the towering figures in Black Panther Party (“Free Huey Rally,” 1978; K. 

Cleaver, 1968).          

 Heath (1976) informed us that the Black Panther Party had developed a Central 

Committee by April 1968.  The same is true with Jones and Jeffries (1998).  However, their lists 

have some differences.  Heath’s list of positions and members were as follows: 

 

 Minister of Defense   Huey P. Newton 

 Chairman    Bobby G. Seale 

 Minister of information:  (Leroy) Eldridge Cleaver  

 National Headquarters Captain: David Hilliard  

 (and later Chief of Staff)   

 Minister of Education:  Richard Aoka (sic), succeeded in 1968 by   

      George Mason Murray and in 1969 by   

      Raymond “Masai” Hewitt  

 Prime Minister:   Stokely Carmichael 

 Minister of Justice:   H. Rap Brown    

 Minister of Foreign Affairs:   James Forman    

 Minister of Culture:   Emory Douglas 

 Minister of Finance:   Bobby Hutton, succeeded in April, 1968 by  

      Melvin Newton  

   Communications Secretary:  Kathleen Cleaver 

 

The last name of Richard Aoki was misspelled by Heath.  According to Heath, the Central 

Committee later added following positions and members: 

 

 Assistant Chief of Staff:  Roosevelt Hilliard 

 Minister of Religion:   The Reverend Earl Neil 

  

 

 

 



 Deputy Minister of Information 

 and Managing Editor of The Black 

 Panther:    Raymond Lewis, succeeded by Frank B.   

      Jones in January 1969 and by Elbert “Big   

      Man” Howard in March 1969    

 

Heath related that the function of the Central Committee was to “make policy decisions “for the 

Black Panther Party (p. 118).  He also said that his information regarding the Central Committee 

came from the hearings on the Black Panther Party before the Committee on Internal Security in 

October and November of 1970.  

 Although Jones and Jeffries (1998) cited Heath as their source, they compiled a list that 

was different from his.  Their list of names and positions were as follows:   

 

 Huey P. Newton    Minister of Defense 

 Bobby G. Seale    Chairman 

 Eldridge Cleaver   Minister of Defense  

 David Hilliard    Chief of Staff   

 George Mason Murray  Minister of Education 

 Stokely Carmichael   Prime Minister 

 H. Rap Brown    Minister of Justice 

 James Forman    Minister of Foreign Affairs 

 Emory Douglas   Minister of Culture 

 Melvin Newton   Minister of Finance   

 Kathleen Cleaver   Communications Secretary 

 

In both lists, all members of the Central Committee were a part of social network based in 

Oakland except for Stokely Carmichael, H. Rap Brown, and James Forman.  That social network 

was characterized by social relationships which included blood ties, marital ties, childhood 

friendships, and the like.  It was not an easy social network for outsiders to penetrate and gain the 

trust of the insiders.  The sole woman who became a member of the original Central Committee 

was Kathleen Cleaver, the wife of Eldridge Cleaver.12       

 According to Ollie Johnson (1998), the Black Panther Party developed an organizational 

framework composed of a three-tiered structure to handle the rapid growth of the organization 

from 1967 through 1968.  The three-tiered structure consisted of a national level, regional level, 

and local level.  The national level was headed by the Central Committee and its members.  The 

regional level was headed by state chapters and their chapter leaders.  The local level was headed 

by city chapters or city branches and chapter leaders or branch leaders.13  

 Although the Black Panther Party did not keep membership rolls or lists at the national 

level, Bobby Seale provided some estimates in a 1994 interview. Seale estimated that the 

membership numbers totaled 5,000 during late 1968 and early 1969. He said that the 

membership numbers dropped to 3,000 in February 1971 after the split occurred between Huey 

P. Newton and Eldridge Cleaver.  By early 1973, according to Seale, the membership numbers 

totaled 1,250 when he ran for mayor of Oakland.  After his defeat that same year, Seale 

estimated that the membership numbers totaled 500.  By the time he left the organization in July 

1974, Seale estimated that members numbers totaled 200 (O. Johnson, 1998).14         



 During 1968, the Black Panther Party had a short-lived merger with the Student 

Nonviolent Coordinating Committee (SNCC). The merger resulted in Stokely Carmichael, H. 

Rap Brown, and James Forman taking positions on the Central Committee. However, the 

COINTELPRO instigated some members of the Black Panther Party to pull a gun on James 

Forman after an argument. The incident played a major role in the collapse of the merger with 

Carmichael, Brown, and Forman eventually leaving the Black Panther Party.  An analysis of the 

lists of the Central Committee published in The Black Panther sheds important light on the 

departure of those three from the organization (Carmichael & Thelwell, 2003; Alkebulan, 2007).       

 As mentioned above, except for Carmichael, H. Rap Brown, and Forman, each member 

of the Central Committee tended to be a part of an Oakland-based social network.  A key issue 

that emerged for the Central Committee during the heyday of the organization was that East and 

Midwest chapters had no representation on that body.  In addition to complaining to the Central 

Committee, some members from those chapters went so far as to share their thoughts about the 

situation to the media.  Other fumed in silence about the situation (O. Johnson, 1998; Holder, 

1990).   

 After their departure from the Black Panther Party, some former members made a 

critique of situations they saw or experienced in the organization.  For example, two of those 

people included Kathleen Cleaver and Stokely Carmichael.  Looking back on her five-year stint 

in the Black Panther Party, Kathleen Cleaver (1998) recalled that Black Panthers in New York 

referred to the Oakland-based social network as the “Peralta Street Gang” (p. 239).  After the 

split in the Black Panther Party, Kathleen Cleaver said that, for New York Black Panthers, “The 

Oakland Panthers became known derisively as the ‘Peralta Street gang,’ in reference to the 

location of their headquarters on Peralta Street” (p. 239).   

 Reflecting on his stint in the Black Panther Party, Stokely Carmichael said he saw an 

“Oakland homeboy mentality” (Carmichael & Thelwell, 2003, p. 668). Carmichael explained 

that: 

 

 They never opened up that inner network to really embrace some creative and 

 impressive community leaders from cities like Chicago, New York, or Los 

 Angeles. So the leadership never really became “national,” and that hurt the 

 organization. And at any given time, one or more were in jail.  Which is not to say 

 that any leadership, no matter how representative, experienced, stable, or creative, 

 would have been able to change all or most of what went down. No way. But I think 

 some serious mistakes might have been avoided had they broadened the leadership base 

 and heeded advice from those who were a little more politically experienced. True, at the 

 time, the country itself was more than a little crazed, and the police and feds were out of 

 control. But at least some things were avoidable, and that’s on the Panther leadership. As 

 the Xhosas say, uzenzile.  (Carmichael & Thelwell, 2003, p. 669)      

        

In the case of Carmichael, he was clear on his position that the Black Panther Party had an inner 

network that controlled the organization from the national headquarters in Oakland.  Carmichael 

was also clear that he thought the Black Panther Party should have broadened the national 

leadership base and included leaders from cities such as Chicago and New York.  If the Black 

Panther Party had done that, two leaders that should have been placed on the Central Committee 

were Fred Hampton and Zayd Malik Shakur (Carmichael & Thelwell, 2003).   

 



 The October 19, 1968 issue of The Black Panther was the first to list the members of the 

Central Committee. In contrast, the June 6, 1971 issue of The Black Panther was the last to list 

the members of the Central Committee. Hence, the composition of the Central Committee is 

somewhat unclear between 1971 and 1974. For example, Frank Benson Jones had the following 

dialogue with Stephen A. Romines, an assistant counsel of a subcommittee of the Committee on 

Internal Security (1971a), during a House of  Representatives hearing regarding the Black 

Panther Party: 

 

  Mr. Romines: Were you ever on the Central Committee? 

  Mr. Jones: Yes. 

  Mr. Romines: Could you explain to the committee, to this committee, how 

 you acquired status on the central committee?   

  Mr. Jones: How I acquired it, I don’t know.  I can tell you how I discovered I was 

 on the central committee. At one of the political education  classes a ticklish question 

 arose, and I don’t even remember the nature of it.  But whoever was leading the class, 

 and I think it was Bobby Seale at the time, was asking for a discussion on the point and I 

 had not been participating in the discussion. David Hilliard said, “Frank, why don’t you 

 say something?  You are a member of the central committee.” I didn’t know I was. But I 

 assumed with that I would be appointed to the central committee.   

     Mr. Romines: Do you know how you were appointed to the central 

 committee?   

  Mr. Jones: No, I don’t. 

  Mr. Romines: Did you ever attend any meetings of the central committee? 

  Mr. Jones: No, I didn’t. 

  Mr. Romines: Why would you have been designated as a member of the  central 

 committee, yet you were never told of it, as I understand you, up to that  point, nor did 

 you attend any of the meetings? 

  Mr. Jones: It possibly could have been as a result of the title I has as being 

 managing editor of the paper, deputy minister of education. This is all I can 

 imagine. That probably was a position that entitled one to serve on the central 

 committee. 

  Mr. Romines: Do you know whether the central committee had any 

 meetings while you were the managing editor that you did not attend? 

  Mr. Jones: No. 

  Mr. Romines: No, you don’t know; or no, none occurred? 

  Mr. Jones: I don’t know. 

  Mr. Romines: You were requested to come to a meeting or informed of a 

 meeting; is that correct? 

  Mr. Jones: Of the central committee itself; no.  (Committee on Internal 

 Security, 1971a, pp. 4753-4754) 

 

The record indicates that Stephen A. Romines asked him the same question multiple times.  It 

also shows that Frank Benson Jones informed Romines that he was a member of the Central 

Committee, but never attended a meeting.  If Frank Jones was correct, it appears that the Central 

Committee had members, but may have rarely met, if ever, between the middle of 1968 and the 

middle of 1969.   



 Nevertheless, the Central Committee (1969) published a rare statement in the January 4, 

1969 issue of The Black Panther.  The statement by the Central Committee reported that it was 

denouncing those “PROVOCCATEUR AGENTS, KOOKS, and AVARICIOUS FOOLS who 

have found their way into our membership” (p. 6).  It continued: 

 

 The Black Panther Party rules which have been in existence since Huey P.  Newton 

 organized the Black Panther Party (including the 3 main rules of discipline and the 8 

 points of attention) governed and administered by all leadership levels throughout the 

 nation, functions from our Party’s revolutionary principle of democratic centralism. 

 Therefore, those who violate these rules are  denounced as counterrevolutionaries. (p. 6) 

 

The Central Committee denounced William Brent and expelled him from the organization after 

he became suspected of pulling an $80 robbery while driving distribution truck for The Black 

Panther.  Although he was later reinstated in the Black Panther Party, many other people were 

expelled and never reinstated, including Geronimo Pratt, Michael Cetewayo Tabor, Connie 

Matthews Tabor, and Richard Dharuba Moore. As a matter of fact, the entire Detroit Chapter, 

Omaha Chapter, Des Moines Chapter, and Kansas City Chapter were expelled through the 

revocation of their chapter charter. The expulsions were also part of the organizational initiative 

known as the purge. COINTELRO played a major role of creating paranoia and mistrust in the 

Black Panther Party by using techniques related to the spread of misinformation and 

disinformation. The goal of COINTELPRO was to create conflict between members of the Black 

Panther Party and create conflict with other organizations.  Unfortunately, both types of conflict 

emerged and caused Black-on-Black violence (Newton, 1971a; Central Committee Black 

Panther Party, 1971; Committee on Internal Security, 1971b; Select Committee to Study 

Governmental Operations, 1976).15      

 During February 1971, the Black Panther Party was rocked by a split in the organization. 

The split involved the organization being divided into a Newton faction and a Cleaver faction.  

The Newton faction consisted of Central Committee members like Huey P. Newton, Bobby 

Seale, David Hilliard, Ray “Masai” Hewitt, Melvin Newton, and Emory Douglas. In contrast, the 

Cleaver faction was composed of Central Committee members like Eldridge Cleaver, Kathleen 

Cleaver, and Don “D.C.” Cox.  The split had a devastating effect on the organization because 

former comrades became deadly enemies.  Two of those deadly effects were the assassinations 

of Robert Webb on March 8, 1971 and Samuel Napier on April 17, 1971.  A third devastating 

effect was that the New York Chapter joined the Cleaver faction.  The Cleaver faction quickly 

started a newspaper named Right On and used it to attack the Newton faction with position 

statements and bitter criticism. Similarly, the Newton faction used The Black Panther to attack 

the Cleaver faction with position statements and bitter criticism (Newton, 1973; Cleaver, 1978; 

Cox, 2001, 2019).16 

 Newton (1971c) quickly published an article in The Black Panther wherein he accused 

Eldridge Cleaver of defecting from the Black Panther Party. Prior to that article, Newton 

expelled Eldridge Cleaver and the whole New York Chapter. Subsequently, Elaine Brown (2002) 

became a member of the Central Committee in 1971 when she was appointed by Huey P. 

Newton to replace Eldridge Cleaver as the minister of information.  As Elaine Brown has pointed 

out, the Central Committee did hold meetings between 1970 when Huey P. Newton was released 

from prison and 1974 when he headed to Cuba.   



 At one of the meetings of the Central Committee, Elaine Brown (1992) said there was a 

confrontation between Huey P. Newton and Masai Hewitt.  In that meeting, Masai Hewitt 

complained about the Central Committee being a rubber stamp for the will of Huey P. Newton.  

Masai Hewitt argued that the Central Committee needed to have a true consensus of will under 

the principles of democratic centralism.  Huey P. Newton responded to the criticism by making 

him a member of the rank and file.  Elaine Brown recalled that, “Huey then assigned Masai to 

sell Panther newspapers on the street from that point forward.  It was only a matter of weeks 

before Masai packed his things and left the party” (p. 320).17 Before he left, Masai Hewitt also 

challenged the validity of Huey P. Newton’s “theory of intercommunalism” (p. 281).18 Among 

the other members of the Central Committee between 1971 and 1974 were Bobby Seale, Emory 

Douglas, David Hilliard, June Hilliard, John Seale, and “Big Man” Elbert Howard.  Except for 

Emory Douglas and Elbert “Big Man” Howard, each of them was expelled by from the 

organization for one reason or another by Huey P. Newton in 1974, including Bobby Seale. 

Elaine Brown reported that Newton “virtually stopped convening Central Committee meetings, 

where ego haggling over minor issues generally resulted indecisiveness” (p. 285).  

 According to Elaine Brown (1992), between 1974 and 1977, there were two profound 

changes to the organization and its Central Committee.  One change was that Elaine Brown 

became the head of the organization and its Central Committee in 1974. Huey P. Newton 

appointed her to replace Chairman Bobby Seale after his departure from the organization.  Huey 

P. Newton also appointed her to head the Black Panther Party when he fled to escape murder 

charges.  A second change was that the Central Committee held monthly meetings under her 

leadership.  Thus, the two changes resulted in her being the chairwoman of the Black Panther 

Party and having control over the policy-making body of the organization, namely the Central 

Committee.     

  Whereas the first woman to serve on the Central Committee was Kathleen Cleaver, the 

wife of Eldridge Cleaver, the second woman to serve on that body was Elaine Brown, the lover 

and self-declared “Queen” of Huey P. Newton.  Both women became an integral part of the 

Oakland-based social network through relationships with Eldridge Cleaver and Huey P. Newton. 

After she took over the organization, Elaine Brown appointed multiple women to serve on the 

Central Committee at the same time.  Those women included Elaine Brown, Ericka Huggins, 

Phyllis Jackson, Norma Armour, and Joan Kelly. Brown reported that the Central Committee 

was a decision-making body consisting of 10 members.  Thus, under the leadership of Brown, 

women held 50 percent of the positions (E. Brown, 1992; LeBlanc-Ernest, 1998).    

 Forbes (2006), a member of the Central Committee under Elaine Brown, has recalled the 

situation somewhat differently. He stated that the Central Committee consisted of “five women 

and eight men.  Between 1975 and 1977, the number of men was just six because two of the 

brothers, both Buddha Samurai, were serving short prison terms related to the stern stuff” (p. 

135).  According to Forbes, the Central Committee, at one time or another, included David Du 

Bois, Michael Fultz, Emory Douglas, Comrade Bethune, Robert “Big Bob” Heard, Ellis White, 

George Robinson, Wiley “Simba” Roberts, and Flores A. Forbes.  On the one hand, there 

appears to have been some fluctuation among the men who served on the Central Committee.  

On the other hand, there appears to have been no fluctuation among the women who served on 

the Central Committee.  They tended to remain as members during that period.  Forbes related 

that the women and men on the Central Committee “met once a month at Elaine’s house and 

sometimes in other locations” (p. 135).19  

  



Fred Hampton in Chicago, Illinois 
 

 Fred Hampton was born Frederick Allen Hampton in Summit, Illinois on August 30, 

1948.  He died in Chicago, Illinois on December 4, 1969.  Fred Hampton is buried in plot G, 

3481 at Bethel Cemetery, located in Haynesville, Louisiana.  His father Francis Hampton and his 

mother Iberia Hampton are also buried in the same cemetery.  The headstone of Fred Hampton 

reads: FREDERICK ALLEN SON OF FRANCIS & IBERIA HAMPTON AUG. 30, 1948 DEC. 

4, 1969. Also, on his headstone, there is a Black power fist on the upper left corner etched in the 

stone along with the other information.  At the time of his death, Fred Hampton was 21 years old 

(“Fred Hampton,” 2011).  

 There are at least four accounts of how the Illinois Chapter of the Black Panther Party for 

Self-Defense first emerged in Chicago, Illinois.  One account reported in Churchill and Vander 

Wall (1990) states that the “BPP’s embryonic Chicago chapter” was “founded by SNCC 

organizer Bob Brown in late 1967” (p. 64).  A second account reported by Rice (2003) states that 

the Illinois Chapter was founded in August 1968 when two groups merged.  One group led by 

Bobby Rush and Bob Brown represented some “20 SNCC-formed Panthers” and veterans of the 

Chicago Freedom Movement. The other group led by Drew Ferguson and Jewel Cook was 

composed of some members of the Deacons for Defense and Justice and some members of the 

Vice Lords street gang.  Both groups had been trying to start a chapter of the Black Panther Party 

at the same time.   

 A third account reported in Alkebulan (2007) said that, “The Chicago BPP began in 

August 1968 when two former SNCC organizers, Bob Brown and Bobby Rush, joined with Fred 

Hampton” (p. 54).  A fourth account reported in Bloom and Martin (2013) related that the Black 

Panther Party was founded in 1968 after the assassination of Martin Luther King, Jr.  According 

to Bloom and Martin, “As tensions heightened between Stokely and other SNCC leaders in the 

spring of 1968, and following King’s assassination, Stokely encouraged Rush to start a Black 

Panther Party chapter in Chicago” (p. 227). They added: 

 

 The Panthers’ approach impressed Rush, and he began seeking partners to build a 

 Panther chapter in Chicago. When Rush heard Hampton speak at a black leadership 

 conference at the headquarters of the Chicago gang Black P. Stone  Nation, he knew 

 Hampton was his key to success; Rush recruited him to join the Panthers. Rush and 

 Hampton, along with Bob Brown—Rush’s SNCC codirector—organized what would 

 soon become the party’s major hub in the Midwest.  (p. 227)   

 

Prior to his recruitment of Fred Hampton and the merger of the two local groups, Rush had met 

with leading officials in the Black Panther Party like Donald Cox, David Hilliard, and Bobby 

Seale, according to Bloom and Martin (2013).  A fifth account reported in Jakobi Williams 

(2013) related that “. . . two contingents decided to merge, and on November 1, 1968, the group 

officially opened its headquarters at 2350 West Madison Street” (p. 63).  He continued: “The 

founding members included Fred Hampton, Bobby Rush, Bob Brown, Bob Clay, Rufus ‘Chaka’ 

Walls, Jewel Cook, Drew Ferguson, and Henry English, among others” (p. 63).           

 After he joined the Black Panther Party, the youthful Fred Hampton ploughed his energy 

into increasing the membership and building alliances with other organizations.  Prior to joining 

the Black Panther Party, Fred Hampton had served as the leader of the NAACP Youth 

Organization in the Maywood, Illinois NAACP Branch.  Under the leadership of Fred Hampton, 



that chapter experienced a relatively dynamic growth spurt.  In Chicago, two large street gangs 

were the Black Disciples based on the southside and the Blackstone Rangers based on the 

westside.  The goal of Hampton and other Black Panthers was to recruit the gang members into 

the organization or at least try to expand their “Black consciousness” by providing them with 

political education. The expected outcome was a reduction in crime in the Black community, 

including Black-on-Black interpersonal violence (Alkebulan, 2007).   

 As Bloom and Martin (2013) have noted, during December 1968, Fred Hampton held 

several meetings with Jeff Fort, the leader of the Blackstone Rangers, also known as the P. Stone 

Nation.  One discussion took place on December 18, 1968.  The purpose of the meeting was to 

curtail conflict between the two groups and to discuss a merger between the Illinois   Chapter 

and the Blackstone Rangers. Whereas Hampton wanted the Rangers to become part of the Black 

Panthers, Fort wanted the Black Panthers to become part of the Rangers.  Hampton thought that 

the merging of the two groups could increase the membership of his group and their presence on 

the street.  An FBI informant told his handlers about the proceedings of the discussions and said 

that Hampton told Fort they should not let “the man” keep the two groups apart (p. 228). 

Although he declined to merge the Rangers with the Black Panthers, Fort did inform Hampton 

that the Blackstone Rangers would back-up the Black Panthers. Hampton and Fort agreed to 

have a follow-up meeting later in the month.  A second meeting between Hampton and Fort took 

place on December 26, 1968.  At that meeting, the discussion did not go as smoothly as the first 

one 10 days earlier. Some of the Black Panthers got into an argument with some of the Rangers.  

The following day, on December 27, 1969, Jeff Fort called Fred Hampton and told him that he 

had to join the Blackstone Rangers by December 28, 1968.  Fred Hampton responded by telling 

Jeff Fort that he had to join the Black Panther Party by December 28, 1968. 

 The Select Committee to Study Governmental Operations (1976) reported that informants 

in the Illinois Chapter, especially William O’Neal, were keeping the FBI apprised of the situation 

between Fred Hampton and Jeff Fort.  In turn, the FBI, led by J. Edgar Hoover, became very 

concerned about a possible unification of the Illinois Chapter and the Blackstone Rangers.  FBI 

agents were directed to thwart those actions with COINTELPRO.  Through COINTELPRO, the 

federal government, in January 1969, sent bogus anonymous letters to Fort and Hampton.  They 

also had informants in the Blackstone Rangers and Black Panthers encourage conflict between 

the two groups.  On January 13, 1969, Fred Hampton and Bobby Rush appeared on a Chicago 

radio show and told the moderator that they were in “the process of educating the Blackstone 

Rangers” (p. 198). Jeff Fort responded by calling the radio station and said that Hampton did not 

have his facts straights.  He related that the Black Panthers were being educated by the Rangers.  

Three days later, on January 16, 1969, Fred Hampton reported in a public meeting that Jeff Fort 

made threat to blow his head off if he showed up in territory of the Blackstone Rangers.  Two 

weeks later, on January 30, 1969, J. Edgar Hoover gave his agents the authorization to send a 

bogus, anonymous letter to Jeff Fort.  The letter stated;      

         

 Brother Jeff: 

 

 I’ve spent some time with some Panther friends on the west side lately and I know  

 what’s going on. The brothers that run the Panthers blame you for blocking their thing 

 and there’s supposed to be a hit out on you.  I’m not a Panther, or a Ranger, just black. 

 From what I see these Panthers are out for themselves not black people. I think you ought 



 to know what they’re up to, I know what I’d do if I was you. You might hear from me 

 again.  

 

 A black brother you don’t know (p. 197) 

 

The intent of the letter was to increase the conflict between the Black Panthers and Rangers, 

including but not limited to bloodshed.   

 As the Select Committee to Study Governmental Operations (1976) has noted, the flow 

of bogus, anonymous letters continued.  On or around, April 8, 1969, FBI agents sent a bogus, 

anonymous letter to Fred Hampton about an alleged threat.  That letter said: 

 

  

 Brother Hampton: 

 

  Just word a warning.  A Stone friend tells me [name deleted] wants the 

 Panthers and is looking for somebody to get you out of the way.  Brother Jeff is 

 supposed to be interested. I’m just a black man looking for blacks working 

 together, not more of this gang banging.  (p. 198)   

 

The Select Committee to Study Governmental Operations pointed out that the purpose of the 

bogus, anonymous letters was to “sow mistrust” (p. 198).   

  The Select Committee to Study Governmental Operations (1976) included a report on a 

shooting between Black Panthers and Rangers that was probably spurred on by the FBI 

informant William O’Neil.  It stated: 

 

 There are indications that a shooting incident between the Rangers and the 

 Panthers on April 2, 1969, in a Chicago suburb may have been triggered by the FBI.  

 According to Bobby Rush, coordinator of the Chicago BPP at the time, a group of armed 

 BPP members had confronted the Rangers because Panther  William O’Neal—who has 

 since surfaced as an FBI informant—had told them  that a Panther has been shot by 

 Blackstone Rangers and had insisted that they retaliate. (p. 198)  

 

Although the Select Committee to Study Governmental Operations said it could not confirm the 

information in the report about William O’Neal, it did state that the information came from a 

summary of an interview with Bobby Rush.  William O’Neal later played a role in drugging Fred 

Hampton before a fatal raid by law enforcement officers eight months later.  Despite the 

shenanigans of William O’Neal, Fred Hampton made no attempt to kill Jeff Fort and Jeff Fort 

made no attempt to kill Fred Hampton.     

 In addition to his membership recruitment efforts, Fred Hampton helped to build the 

original Rainbow Coalition which consisted of the Black Panther Party, Young Lords 

Organization, Young Patriot Party, and other groups (K. Cleaver, 1998; J. Williams, 2013).  

Looking back on what she termed the Black Panther Party’s “People’s Diplomacy,” Kathleen 

Cleaver (1998) wrote:   

 

 In Chicago, Fred Hampton organized the ‘Rainbow Coalition’ combining the Puerto 

 Rican Young Lords, the Chinese-American Red Guards, the Appalachian Whites’ group, 



 the Young Patriots, the Black Stone Rangers, and the Black Panther Party, modeling the 

 antiracist direction in which the organization sought to move within the United States.  

 (pp. 230-231)  

 

In its June 7, 1969 issue, The Black Panther carried several articles pertaining to the Young 

Lords and the Young Patriots (“Pigs Bust,” 1969; “Interview with Cha Cha,” 1969; “Interview 

with Bob Rush, 1969).   

 The June 7, 1969 issue of The Black Panther featured two articles with a focus on Fred 

Hampton.  One was article was unsigned and titled “Deputy Chairman Fred Hampton Taken 

Political Prisoner.”  The other article was signed by Eugene Charles and titled “The Chicago Ice 

Cream Frameup.”  Both articles acknowledged that Fred Hampton was charged with taking 710 

pieces ice cream from a vendor and giving them to children.  It noted that Fred Hampton had 

been convicted in May and sentenced to 2-5 years as an outcome of those charges.  The two 

articles also noted that Fred Hampton was the deputy chairman of the Illinois Chapter. At time of 

his untimely death some six month later in December 1969, Fred Hampton still held the deputy 

chairman position (“Deputy Chairman Fred Hampton,” 1969; Charles, 1969).20 

 In the June 14, 1969 issue of The Black Panther, Lucas (1969), chairman of the Black 

Liberation Alliance based in Chicago, published an article titled “Political Prisoner Fred 

Hampton.”  Lucas repeated some information that was included in the two articles published on 

June 7, 1979.  He said that the charges were an attempt to mitigate and silence the voice of Fred 

Hampton.  Lucas furthered noted that, “Fred Hampton organized the Free Breakfast for Children 

Program in Chicago which has fed over 3,000 hungry Black children on a citywide basis” (p. 8). 

 The July 19, 1969 issue of The Black Panther featured a statement by Fred Hampton 

(1969a).  Among the topics Hampton covered was the Breakfast for Children Program.  He saw 

that initiative as an example of the merger of theory with practice.  Hampton explained that, 

“You got to have both of them—the two go together.  We have a theory about feeding kids free.  

What’d we do?  We put it into practice.  That’s how people learn” (p. 7).  For Hampton, it was 

important for the Black Panther Party to provide survival programs as the organization attempted 

to raise the consciousness of the masses about the need to have social change regarding social 

conditions.              

 On December 4, 1969, an apartment located at 2337 West Monroe Street was attacked by 

a law enforcement task force that included a combination of federal, state, and local agencies.  

FBI informant William O’Neal had supplied the floorplan of the four and one-half room 

apartment to FBI Special Agent Roy Mitchell in advance of the raid.  It was Roy Mitchell who 

recruited William O’Neal to infiltrate the Illinois Chapter and directed him to go to its 

headquarters at 2350 Madison Street and join the first day it opened on November 1, 1968.  

William O’Neal managed to become the director of chapter security and the personal bodyguard 

of Fred Hampton (Churchill & Vander Wall, 1990).  

 The attack on the apartment took place around 4:30 am.  Prior to the attack, the law 

enforcement had secured an “illegal weapons” warrant through Edward V. Hanrahan, the Cook 

County, Illinois state’s attorney).  The law enforcement divided into two sub-teams. A group of 

eight was deployed to the apartment’s front entrance.  The other group of six were deployed to 

the rear.  The attack began with James “Gloves” Davis kicking open the door and shooting Mark 

Clark.  He hit him in the chest at pointblank range with a .30 caliber M-1 carbine.  Mark Clark 

was on watch duty and had a shotgun in his hands.  The shot to his chest led to a reflexive 



response that discharged his weapon.  That proved to be the only round fired by any of the Black 

Panthers (Churchill & Vander Wall, 1990).   

 Churchill and Vander Wall (1990) have provided details about the assassination of Fred 

Hampton following the entrance of law enforcement officers into his apartment. After Mark 

Clark was killed near the front door, Gloves Davis and the other law enforcement officers and 

other members of his sub-team proceeded to shoot other Black Panthers, including Fred 

Hampton. When the attack started, Hampton was asleep in his bed.  Hampton had been 

unknowingly drugged by William O’Neal and was not able to even get out of the bed before he 

was hit.  Davis shot him in the shoulder, but he seemed to have survived.  His pregnant 

girlfriend, Deborah Johnson (aka Akua Njeri), was in another room, but overheard the law 

enforcement officers state the following: “ That’s Fred Hampton . . .  Is he dead?. . . Bring him 

out.  He’s barely alive; he’ll make it” (p. 71).  Then, Deborah Johnson said she heard two shot 

rang out.  Both shots hit Fred Hampton in his head at pointblank range in a prone position.  She 

also heard the voice of Camody say, “He’s good and dead now” (p. 73). In addition, Deborah 

Johnson said that she saw Carmody dragging the body of Fred Hampton by the wrist.  Hampton 

was left in a pool of blood after to the doorway from the bed.   

 According to Churchill and Vander Wall (1990), the law enforcement officer engaged in 

a mop job.  Although the Black Panthers attempted to take cover in one of the bedrooms, 

Gorman several were shot after Gorman open fire with a submachine gun.  After the barrage of 

bullets, Doc Satchell was shot four times; Blair Anderson was shot twice; and Verlina Brewer 

was shot twice.  Each of them was beaten and dragged to the street.  They were then arrested 

with the charges of attempted murder on the law enforcement officers and aggravated assault.   

 Whereas the law enforcement officers saw their raid as a tremendous success, the Black 

Panther Party saw it as a tremendous loss.  In the wake of the raid, Fred Hampton, the heart and 

soul of the Illinois Chapter, was dead along with Mark Clark.  Years later, a court ruled sided 

with the families of Fred Hampton and Mark Clark and awarded them $1,800,000 in damages.   

Through their deaths, Fred Hampton and Mark Clark gained the status of martyrs in the Black 

Power Movement (Akebulan, 2007).  

 Jakobi Williams (2013) surmised that Fred Hampton was targeted for an assassination 

because of two major developments.  One development was that several members of the Central 

Committee held a secret meeting in Chicago to discuss the possibility of having the National 

Headquarters shifted to that city on a temporary basis. The meeting was held shortly before the 

death of Hampton and attended by him, Bobby Rush, Bobby Seale, Ray “Masai” Hewitt, and 

Don “D.C.” Cox.  A second development was that such a move may have elevated Hampton to 

assume “the highest position of national leadership in the Party, since he was not on trial, in jail, 

or under indictment” (p. 182).  According to Jakobi Williams, Fred Hampton announced at a 

public meeting on September 25, 1969 at a Chicago church that he had been selected to perform 

duties of assistant chief of staff.  Jakobi Williams explained that Hampton was offered the 

position because of “the success of the Illinois chapter and the incarceration and exile of the 

group’s national leadership” (p. 182).  A third development that may have played a role in the 

assassination was that William O’Neal, an FBI informer in the Illinois Chapter of the Black 

Panther Party, told his handlers that, “Hampton kept the Party alive and growing through his 

leadership, and that the chapter [would falter] without him” (p. 182).21 

       

 

 



Zayd Shakur in New York, New York 
 

 Zayd Malik Shakur was born James F. Coston, Jr. on 6, 1940.  He died on May 2, 1973 

on a turnpike near New Brunswick, New Jersey. His parents were Hajji Salahdeen Shakur (aka 

Salandeen Shakur and James F. Coston, Sr.) and Armeda Coston. Although the parents got a 

divorce, Hajji Salahdeen Shakur remained in the lives of his sons Zayd Malik Shakur and 

Lumumba Shakur (aka Lumumba Abdul Shakur and Anthony Coston) (Fraser, 1973; Sunni-Ali, 

2017; “Zayd Malik Shakur,” 2000). On the one hand, C. Gerald Fraser (1973) has stated that 

Hajji Salahdeen Shakur told him he, Zayd Malik Shakur, and Lumumba Shakur became Sunni 

Muslims on or around 1958.  On the other hand, Bilal Sunni-Ali (2017), a close friend of 

Lumumba Shakur and a mentee of his father, has related that, “Salahdeen was a companion of 

Hajj Malik el Shabazz (Malcolm X)” (p. 579). Thus, the Shakur family had a rich history of 

Black nationalism and the serious study of Black history.  

 On May 7, 1973, there was a viewing of the body of Zayd Malik Shakur at Marcus 

Jackson Funeral Chapel in Harlem.  The following day, on May 8, 1973, funeral rites and the 

burial of Zayd Malik Shakur took place at the Long Island National Cemetery located in East 

Farmingdale, New York. The funeral rites were conducted by Iman Hesham Jaber of the 

Addeynu Alahi Universal Arabic Association of New York.  Zayd Malik Shakur earned the right 

to be laid to rest in the Long Island National Cemetery because he was a military veteran who 

served four years in the U.S. Navy and reached the rank of AK3.  His grave is in the following 

plot: G, 3481.  On his gravestone, there is a star and crescent etched in the stone along with his 

name: Zayd Malik Shakur; rank: AK3; and state: New Jersey.  At the time of his death, Zayd 

Malik Shakur was only 32 years old. However, Zayd Malik Shakur left an enduring legacy as a 

member of the Black Panther Party’s New York Chapter (Fraser, 1973; S.P. Sullivan, 2016; 

“3,000,” 1973; “Zayd Malik Shakur,” 2000). 

 During the viewing services at Marcus Jackson Funeral Chapel in Harlem, the father of 

Zayd Malik Shakur told Fraser (1973) that his son “was a struggler, he was a revolutionary—he 

died for a good cause” (p. 1).  Fraser pointed out that the family and friends held Zayd Malik 

Shakur in high regard, but there were other people who took an opposite view.  In fact, some 

people held Zayd Malik Shakur in contempt.  Fraser related that a group of White people 

unsuccessfully attempted to get the remains of Zayd Malik Shakur banned from Long Island 

National Cemetery because of his revolutionary activities.     

   Lumumba Shakur (2017), the sibling of Zayd Malik Shakur, has informed us that the 

New York Chapter of the Black Panther Party for Self-Defense emerged during the spring of 

1968.  Looking back at the founding of the New York Chapter, Lumumba Shakur detailed the 

roles performed by Bilal Sunni-Ali (aka Belal Sunni Ali and William Johnson), Sekou Odinga 

(aka Nathaniel Burns), and him.  Lumumba Shakur has written: 

 

 In April, 1968, Belal Sunni Ali asked Sekou and me to come meet Captain Ron 

 Pennywell, who was sent from Oakland, California, to organize a Black Panther Party in 

 New York City.  Captain Pennywell was a very grass-root brother, who would always ask 

 the cadre for suggestions. Captain Pennywell asked Belal, Sekou, and me to organize in 

 Harlem and the Bronx. After we organized three functional sections, Captain Pennywell 

 made Belal the Section Leader and Sekou Sub-Section Leader of the Bronx.  I was made 

 Section Leader of Harlem.  (p. 463) 

 



Lumumba added: “Belal had to go underground and Sekou became Section Leader of the Bronx” 

(p. 463).   

 Sunni-Ali (2017), a former member of Gil Scott-Heron’s legendary Midnight Band, has 

also written about the founding of the New Your Chapter. He said:  

 

  I had actually joined the Panther Party, and I recruited both Lumumba and  Sekou 

 known as Bilal Sunni-Ali.  I had gone underground in the spring of 1968, just when the 

 Black Panther Party for Self-Defense was growing on the West Coast and beginning to 

 recruit on the East Coast. . . .   After I recruited Lumumba and Sekou, I disappeared—

 which had an effect on the development of the whole Party. (pp. 581-582)    

 

Sunni-Ali explained that the New York Chapter held onto the Black nationalism philosophy, in 

the form of revolutionary nationalism, after the National Headquarters had abandoned it.  This 

clash of ideology created a conflict between the New York Chapter and the National 

Headquarters.  It continued until the split took place in 1971.    

 As was the case with several other places around the country, there was a Black Panther 

Party organization in New York before the Black Panther Party for Self-Defense had a chapter or 

branch anywhere in the state of New York.  That organization was a front group for the 

Revolutionary Action Movement (RAM) headed by Max Stanford and others.  Sunni-Ali (2017) 

has shared some history of that organization and wrote: 

 

 Before the Black Panther Party for Self-Defense, organized by Huey P. Newton and 

 Bobby Seale, there was a Black Panther Party in New York. We knew a lot of the earlier 

 Panthers—between Sekou, Lumumba, and me—and wanted to pull together, just to have 

 some talks with those who had preceded us in projecting that name. Robert Collier of the 

 21 was actually involved in both. Kwame Ture (then Stokely Carmichael) was involved 

 in those earlier efforts, as was Max Stanford (Muhammad Ahmad). Stokely (Kwame) and 

 Rap (Imam Jamil) were involved in the Lowndes County Freedom Organization of 

 Alabama, which was the first to use the Panther symbol and name, and were part of the 

 Student Nonviolent Coordinating Committee (SNCC), which Kwame was chairman of.  

 (pp. 581-582)      

 

When Huey P. Newton and Bobby Seale founded their organization in the 1966, members of the 

Black Panther Party under Max Stanford were already being monitored by COINTELPRO and 

were targeted by the FBI for disruption.  The Black Panther Party under Max Stanford (a.k.a. 

Muhammad Ahmad) was also affiliated with the Northern California Black Panther Party 

through RAM. Those two organizations had a conflict in Northern California Bay Area over the 

name Black Panther Party.  Eventually, the Northern California Black Panther Party dropped the 

name and began to use the House of Umoja (Ahmad, 2008; Wobogo, 2011).        

 Ahmad (2008) has provided us with a vivid account of the first New York Black Panther 

Party.  He stated: 

 

   The New York Black Panther Party was established in June of 1966 and had 

 approximately 250 members from July 1966 to October of 1966. Its purpose was to 

 implement an independent black electoral strategy in order to break African-Americans 

 allegiance with the Democratic and Republican Party and eventually the capitalist 



 system. It worked in unity with the BPP in Lowndes County, Alabama.  It also had the 

 support of Congressman Adam Clayton Powell, Jr.  Its tactic was one of armed self-

 defense, but it did not stress it publicly and  kept defense units separate or underground 

 from its public organization.   (pp. 167-168) 

 

Ahmad further explained that, “By November of 1966 the Black Panther Party had lost much of 

its dynamism and became defunct by early 1967” (p. 170).  Some members of that Black Panther 

Party included Ahmad, Larry Neal, Eddie Ellis, Donald Washington (Hasan), Lloyd Weaver, and 

Alkamal Ahmed Muhammad (Shelton Duncan).  

 According to Ahmad (2008), the first New York Black Panther Party recruited members 

by attending the Queen Mother Audley Moore’s weekly Black Nationalist Action Forums.  The 

organization also advocated for children in Harlem to have quality education and organized a 

boycott of two schools to protest the lack of Black history reading materials.  Their slogan was 

“community control of schools.” The organization a Ten-Point Program and developed plans to 

have candidates run local as well as state political offices.  A city-wide party congress was also 

planned.  To carry out its goals and objectives, the first Black Panther Party created a youth and 

political ideological section known as the Black Guards under the leadership of a Central 

Committee.  However, a major split occurred in the organization when two factions developed. 

One faction was led by Larry Neal and Donald Washington and the other was led by Lloyd 

Weaver, the chairman of the New York Black Panther Party.   

 Ahmad (2008) has informed us that spilt between the two factions centered around the 

direction of the organization.  The Neal-Washington faction “wanted to pressure the Harlem 

gangsters into contributing to fund the party” (p. 169).  The Weaver faction “wanted to 

concentrate on community organizing” (p. 170). At the time of the split, the New York Black 

Panther Party was in the process of “organizing a citywide party congress” (pp. 169-170).  

During a mass party meeting, the Neal-Washington faction “pulled guns on Weaver voting him 

out of office at gunpoint” (p. 170). For Ahmad, this was one of several “antics” that discouraged 

community support and led to the 1967 demise of the organization.  The New York Black 

Panther Party developed as an alliance between “revolutionary nationalists and Black Marxist-

Leninists to increase black political empowerment” (p. 167).  The demise of the New York Black 

Panther Party left a void that was not filled until the New York Chapter of the Black Panther 

Party for Self-Defense emerged in the spring of 1968.        

 After the emergence of the New York Chapter of the Black Panther Party for Self-

Defense, many young Black political activists flocked to the organization and it soon had 

branches in the Bronx, Corona, Harlem, Jamaica, and Washington Heights.  Outside of New 

York City, branches emerged in Albany, Buffalo, Mount Vernon, and Peekskill.  As was the case 

with many other chapters and branches, they developed out of the mobilization resulting from 

the Free Huey Campaign.  By the following year of its founding, Black Panthers in the New 

York Chapter were operating survival programs, including a Breakfast for Schoolchildren 

Program, community information center, and health clinic (Alkebulan, 2007).  

 Afeni Shakur, a section leader in the New York Chapter, has related that, “I started the 

breakfast program to feed children on their wat to school” (Quoted in Guy, 2004, p. 63).  That 

same year, Black Panthers in the New York Chapter were selling many copies of The Black 

Panther. Those sales provided the chapter and national headquarters with badly needed revenue.  

For example, Black Panthers in the New York Chapter sold one-third of all copies sold nation-

wide in a two-week period.  Of the 108,000 copies printed by the national organization in that 



period, the Black Panthers in the New York Chapter sold 35,000 (Holder, 1990; Alkebulan, 

2007). 

 According to report in The New York Amsterdam News, Zayd Malik Shakur first joined 

the Black Panther Party in the summer of 1968.  By the following year, in 1969, Zayd Malik 

Shakur had replaced Frederick Richardson as the Deputy Minister of Information.  He also used 

his writing skills to promote the interests of the Black Panther Party.  In the June 14, 1969 issue 

of The Black Panther, Zayd Malik Shakur wrote an article articulating the organization’s 

position on the tragic killing of Alex Rackley.  At the time, it was not well-known that a 

suspected FBI informant named George W. Sams, Jr. had infiltrated the organization and put a 

snitch jacket on Alex Rackley.  Sadly, members of the Black Panther Party were tricked into 

killing one of their own (Alkebulan, 2007).   

 On April 2, 1969, the New York Chapter suffered a huge setback when 21 members were 

indicted and charged with conspiring to assassinate police officers, dynamite department stores, 

dynamite a police station, and dynamite a railroad track.  Another person was later indicted and 

added to the list in November 1969.  That action increased the number to 22 members facing 

charges.  During the month following the indictment and arrest of the original 21 members, in 

May 1969, the Alex Rackley murder case surfaced in neighboring New Haven, Connecticut.  It 

touched the New York Chapter in a direct fashion since Alex Rackley first joined the Black 

Panther Party in Harlem.  Although the number of Black Panthers facing conspiracy charges had 

increased to 22, they continued to be known as the New York 21 because of the original number 

(Committee on Internal Security, 1971a; Select Committee to Study Governmental Operations, 

1976).   

 Black Panthers in the New York Chapter went into high gear trying to raise bail money 

for the New York 21.  A major figure in that effort was Zayd Malik Shakur, whose brother 

Lumumba Abdul Shakur was a member of the New York 21.  In the month before the indictment 

of the original 21 members, which was March 1969, Zayd Malik Shakur held the position of area 

captain of the New York State Chapter.  Some three months later, Zayd Malik Shakur held the 

position of deputy minister of information for the northeast.  Zayd Malik Shakur worked very 

hard to raise bail money for the New York 21.  Eventually, all members of the New York 21 

were released on bail.  However, some of them jumped bail and fled the country before their 

cases were decided by jury trials (Assata Shakur, 1987).  

 Prior to their release on bail, the New York 21 became frustrated with the response of the 

National Headquarters to their bail plight. Before the charges were made, the New York Panthers 

also had a conflict with the National Headquarters when they held on deeply to the original 

Black nationalism philosophy of the organization. Unlike the National Headquarters, a critical 

mass of New York Panthers had adopted African names. Some of the New York Panthers had 

adopted African names prior to their joining the Black Panther Party, including Zayd Malik 

Shakur and Lumumba Abdul Shakur. This led to some officials in the National Headquarters 

suspecting the New York Panthers of being more dedicated to cultural nationalism instead of 

revolutionary nationalism (Assata Shakur, 1987; Alkebulan, 2007).22 

 For the April 20, 1969 issue of The Black Panther, Zayd Malik Shakur (1969a) wrote an 

article on the New York 21.  Zayd Malik Shakur was listed as an area captain of the New York 

State Chapter. Some two months later, in the June 7, 1969 issue of The Black Panther, Zayd 

Malik Shakur (1969b) wrote an article on the Alex Rackley situation in New Haven, 

Connecticut. Zayd Malik Shakur was listed as the acting deputy minister of information for the 

New York State Chapter.   



 In the September 27, 1969 issue of The Black Panther, Zayd Malik Shakur joined forces 

with Sonny Collins, the defense captain of the Staten Island Branch of the Black Panther Party, 

to write a letter of notification to the Central Committee and Don Cox, a field marshal in the 

Black Panther Party.  The purpose of the letter was to notify the Central Committee and Cox that 

Francine Lacy was expelled from the organization because she “violated the Panther Party rules 

(numbers 1 and 2) when she smoked marijuana and snorted and skin-popped, ‘Duji’” (Shakur & 

Collins, 1969, p. 5). That article listed Zayd Malik Shakur as the deputy minister of information.  

As the deputy minister of information of the New York State Chapter, Zayd Malik Shakur 

participated in press conferences and radio programs on behalf of the Black Panther Party. When 

he participated in one press conference at the Lincoln Memorial, he was accompanied by fellow 

Black Panthers Elbert “Big Man” Howard and Afeni Shakur. At one radio interview, he was 

accompanied by fellow Black Panther Don Cox (Committee on Internal Security, 1970b, 1971a). 

 During June 1969, the Committee on Government Operations (1969b) of the U.S. Senate 

held hearings on the Black Panther Party.  Among the many topics covered were the New York 

Black Panther leaders. The proceedings of the hearings indicate that James Coston was also 

known as Zayd Malik Shakur.  He was identified as the deputy minister of information and the 

brother of Lumumba Shakur (aka Anthony Costen), a lieutenant in the Black Panther Party.  At 

the time of the hearings, Zayd Malik Shakur lived in the Bronx at 2024 Davidson Avenue Apt. 

2A.     

 While serving in the Black Panther Party as the deputy minister of information of the 

New York State Chapter in September 1970, Zayd Malik Shakur surrendered to the authorities 

after being charged with criminal possession of deadly weapons.  That same day actress Jane 

Fonda paid his bail totaling $2,500.  A key role he had as the deputy minister of information was 

to speak to support groups and raise money to free Black Panthers from jail.  He also continued 

to write for organs of the organization (Z.M. Shakur, 1969c, 1971; Shakur & Collins, 1969; 

Assata Shakur, 1987; Associated Press, 2007). 

 In January 1971, the New York 21 issued an open letter in the Left press wherein they 

expressed indirect criticism of some ideas and tactics of Huey P. Newton and the Central 

Committee.  Huey P. Newton and the Central Committee responded by expelling the Panther 21 

from the Black Panther Party.  This action created more tension between the National 

Headquarters and the New York Chapter.  Eventually, Huey P. Newton expelled the whole New 

York Chapter, including Zayd Malik Shakur (Committee on Internal Security, 1971b; E. Brown, 

1992; Pharr, 2014).   

 The New York Chapter responded by declaring it was the new headquarters of the Black 

Panther Party. It also said that it was expelling Huey P. Newton and David Hilliard from the 

Black Panther Party.  By taking this action, the New York Chapter became a major part of the 

Cleaver faction.  As mentioned above, the devastating split degenerated into violence with 

people dying on both sides, including Robert Webb and Samuel Napier (Central Headquarters, 

1971c; Pharr, 2014; Committee on Internal Security, 1971b).23       

 Before the split, Zayd Malik Shakur impressed many people in both factions because of 

his performance as the deputy minister of defense of the New York Chapter.  His comrades 

thought of him as a Black Panther with very strong organization and leadership skills.  They also 

thought he was very ethical and highly principled.  Zayd Malik Shakur was known for his 

respectful behavior around both women and men (Alkebulan, 2007; Assata Shakur, 1987).   

 According to Assata Shakur (1987), also known as Joanne Deborah Chesimard, she was a 

close friend of Zayd Malik Shakur.  They had a strong platonic relationship.  It was so strong that 



Assata Shakur took on the Shakur surname when she wanted to make a transition from her slave 

name.  Her maiden name was Joanne Deborah Byron.  However, she had a short marriage to 

Louis Chesimard and acquired his surname.  As a mark of her evolving Black consciousness and 

her high regard for Zayd Malik Shakur and his family, she took on the name Assata Olugbala 

Shakur.  She explained that, “I decided on Assata Olugbala Shakur.  Assata means ‘She who 

struggles,’ Olugbala means ‘Love for the people,’ and i took the name Shakur out of respect for 

Zayd and Zayd’s family.  Shakur means ‘the thankful’” (p. 186).  Sadly, Assata Shakur and Zayd 

Malik Shakur were together on the night he was killed.24 

 On May 2, 1973, Zayd Malik Shakur was travelling in a car with Assata Shakur and 

Sundiata Acoli (aka Clark Edward Squire). Sundiata Acoli was the driver of the car. They were 

stopped by two state troopers named James Harper and Werner Foerster.  Shortly after the stop, a 

shoot-out took place which resulted in the deaths of Zayd Malik Shakur and Werner Foerster.  It 

also resulted in Assata Shakur and James Harper suffering from bullet wounds (Assata Shakur, 

1987; E. Williams, 1993; J.F. Sullivan, 1973a; Johnston, 1974a, 1974b, 1974c).      

 In the aftermath of the shootout, Sundiata Acoli jumped back into the car and sped away 

along with the wounded Assata Shakur and wounded Zayd Malik Shakur.  The three made it 

about five miles from the site of the original stop before they were stopped by more law 

enforcement officers.  Zayd Malik Shakur was found dead a short distance from the stopped car. 

Assata Shakur surrendered to the pursuing law enforcement officers near the body of Zayd Malik 

Shakur.  Sundiata Acoli managed to escape from where he stopped the car and eluded being 

captured until the next day. At least one law enforcement officer fired bullets at him as he fled 

into a wooden area near the road (Assata, Shakur, 1987; E. Williams, 1993; J.F. Sullivan, 1973a, 

1973b; National Committee for the Defense of Joanne Chesimard and Clark Squire, 1973; 

Johnston, 1974a, 1974b, 1974c).           

 Subsequently, Sundiata Acoli and Assata Shakur were both charged with killing state 

trooper Foerster and wounding state trooper Werner Foerster because they were together.  Their 

cases later became separated.  While she was going through proceedings on another case related 

to a bank robbery, Assata Shakur became impregnated by Fred Hilton (aka Kamau Sadiki) in a 

jail holding cell. Assata Shakur later gave birth to her daughter Kakuya Shakur on September 11, 

1974.  Whereas Sundiata Acoli was found guilty of killing Foerster and wounding Harper in 

1974, Assata Shakur was convicted of the same charges in 1977.  Two years after her conviction, 

Assata Shakur managed to escape with the help of Black and White political activists from the 

Clinton Correctional Facility for Women in New Jersey on November 2, 1979.  Assata Shakur 

eventually landed in Cuba where she received political asylum, but remained a fugitive on the 

Most Wanted List of the FBI (Assata Shakur, 1987, 2014; E. Williams, 1993; National 

Committee for the Defense of Joanne Chesimard and Clark Squire, 1973).25      

  While he was still in the Black Panther Party, Zayd Malik Shakur attempted to resolve 

the conflict between the National Headquarters and the New York 21. The efforts of Zayd Malik 

Shakur to serve as a mediator in the conflict between the National Headquarters and the New 

York 21 show the love and dedication he had for the organization.  That love and dedication 

would have been a great service to the Central Committee of the Black Panther Party.  Instead of 

a member primarily interested in enhancing his own wealth, the Central Committee would have 

had a person in Zayd Malik Shakur who was the opposite.  The evidence suggests that the 

Central Committee could have certainly benefitted from the presence of Zayd Malik Shakur who 

was unselfish and very intelligent (Assata Shakur, 1987).   



 After he was expelled from the Black Panther Party along with other members of the 

New York Chapter, Zayd Malik Shakur ended up in the Eldridge Cleaver faction along with 

many other members of the New York Chapter. Thus, Zayd Malik Shakur was a member of the 

Black Panther Party from 1968 to 1971. Between 1971 and his death in 1973, Zayd Malik 

Shakur associated with the Eldridge Cleaver faction as well as the Black Liberation Army.  

According to Fraser (1973), “A speaker representing the Panther party chapter, which is 

ideologically aligned with Eldridge Cleaver, noted that Mr. Shakur had said: ‘I shall not 

compromise. And to the last pulse in my veins I shall resist’” (p. 1).26  

 

Implications of this Research 
 

 This research has three significant implications. One significant consequence is that it 

sheds light on the Central Committee of the Black Panther Party during the lifespan of the 

organization from 1966 to 1982. The researcher has taken the position that the Black Panther 

Party was an important social movement whose lifespan deserves attention.  The researcher has 

also taken the position that the Black Panther Party had a Central Committee from at least 1968 

to its demise in 1982.   

 A second significant consequence is that it sheds light on how the Central Committee was 

controlled and dominated from the West by an Oakland-based social network in the Black 

Panther Party which excluded members from other parts of the country.  This social reality 

created by an Oakland-based social network hindered the development of the organization in that 

some people were excluded from top leadership positions because they did not come from the 

West, namely California.  During its heyday from 1966 to 1971, the top leadership positions 

were dominated by people from the West’s California.  The available records show that there 

was no significant shift from that reality between 1972 and 1982.  The researcher has cited 

people like Stokely Carmichael, also known as Kwame Ture, and Paul Alkebulan who have 

provided first-hand knowledge about the practices of the Oakland-based social network which 

operated around Huey P. Newton, Bobby Seale, Eldridge Cleaver, and David Hilliard.   

 A third significant consequence is that it sheds light on how the social reality of exclusion 

led to well-qualified members, like Fred Hampton in Chicago, Illinois and Zayd Shakur in New 

York, New York, never getting a position on the Central Committee of the national organization. 

Despite the outstanding organization and leadership skills of Fred Hampton and Zayd Malik 

Shakur, neither one was ever offered a position on the Central Committee.  Also, neither Fred 

Hampton nor Zayd Malik Shakur was a “yes man” who would not have told the emperor or 

empress that he or she did not have clothes on.  Instead, both men were critical thinkers who 

sought to merge the best theory with the best practice.     

 Elaine Brown (1992) has disclosed a “Cleaver-Hampton dispute” that illustrated the 

willingness of Fred Hampton to speak truth to power inside and outside of the Black Panther 

Party.  The dispute between Fred Hampton and Central Committee member Eldridge Cleaver 

emerged because of an action by the Weather Underground.  She stated:  

 

  Fred had denounced the Weather Underground, or Weathermen group, for 

 trashing some streets and stores in Chicago one night, allegedly in rage over the 

 Chicago Eight trial. As a result of their trashing, the Chicago Police Department had 

 brought down all hell on the black community, indiscriminately kicking in doors and 

 making arbitrary arrests, under the guise of trying to find the perpetrators. Black people 



 in Chicago blamed the party for instigating the police reign of terror. The party had some 

 kind of alliance with the whites everyone had done the deed. When Fred, therefore, 

 publicly denounced the action of the  Weathermen as counterproductive to the goal of 

 black liberation. Bernardine Dohrn and other Weather leadership demanded a meeting 

 with him.  (p. 198)  

 

Whereas Eldridge Cleaver took the position that any act of anarchism against the state was 

progressive, Fred Hampton took the opposite position.  He believed that certain act of anarchism 

could be regressive and bring down unnecessary repression on Black people.   

 According to Elaine Brown (1992), Bernardine Dohrn and other members of the Weather 

Underground showed up to the Black Panther office in Chicago to discuss the matter. However, 

Fred Hampton kicked them out following an ugly argument.  She has related: 

  

 That conflict had so outraged Eldridge in exile that he had openly criticized Fred, in an 

 essay he sent for publication in the party newspaper. He charged Fred with failing to 

 appreciate that any attack on the pig power structure was correct, and for failing to 

 respect the party’s coalitions with white radical organizations. He demanded that Fred 

 retract his statements.  Fred refused.  (p. 198) 

 

In response to the situation, David Hilliard and Elaine Brown went to Chicago to talk to Fred 

Hampton. The intention of David Hilliard, as the national chief of staff and member of the 

Central Committee was to engage in chastisement of Fred Hampton for his attitude towards the 

action by the Weather Underground.  Elaine Brown was not a member of the Central Committee 

at the time and agreed with Fred Hampton’s position after she analyzed the situation.  

 Assata Shakur (1987) disclosed the willingness of Zayd Malik Shakur to speak truth to 

power inside and outside of the Black Panther Party. She said: “He never voted on issues or took 

a position just to be one of the boys.  When brothers made an unprincipled attack on sisters, Zayd 

refused to participate” (p. 223).  Assata Shakur continued: “Zayd always treated me and all the 

other sisters with respect. I enjoyed his friendship because he was one of those rare men 

completely capable of being friends with a woman without having designs on her” (p. 224).  Fred 

Hampton and Zayd Malik Shakur could have infused a fresh insight into the Central Committee 

based on high principles. The record indicates that both possessed outstanding values and norms 

that fit well with the goals and objectives outlined in the Ten-Point Platform and Program.    

    

Summary and Conclusion 
 

 This paper has examined the Central Committee of the Black Panther Party during the 

lifespan of the organization from 1966 to 1982.  It has argued that the Central Committee was 

controlled and dominated from the West by an Oakland-based social network in the organization 

which excluded members from other parts of the country. This paper has also argued that this 

social reality led to well-qualified members, like Fred Hampton in Chicago, Illinois and Zayd 

Shakur in New York, New York, never getting a position on the Central Committee of the 

national organization. Additionally, this paper has argued that this social reality hindered the 

development of the organization in that some people were excluded from top leadership 

positions because they did not come from the West, namely California. 



 Sadly, Fred Hampton and Zayd Malik Shakur never got a chance to serve on the Central 

Committee of the Black Panther Party.  Whereas Fred Hampton made great contributions to the 

Illinois Chapter of the Black Panther Party, Zayd Malik Shakur did the same with the New York 

Chapter. The organization was served very well by those two chapters because of the 

organization and leadership abilities of Fred Hampton and Zayd Malik Shakur. If they had 

received the opportunity to serve on the Central Committee, the organization would have been 

stronger rather than weaker.  The record indicates that Fred Hampton may very well have been 

on his way to becoming a member of the Central Committee before he became a victim of an 

assassination by a law enforcement Task Force.27 Given their contributions to the Black Panther 

Party as a social movement, the grave of Fred Hampton in Haynesville, Louisiana and the grave 

of Zayd Malik Shakur in Farmingdale, New York should be considered as hallowed ground by 

veterans and supporters of the Black Panther Party.28    

 

Notes 
 

1. The Black Panther Party was an all-Black organization except for a few non-Black people.  

According to Fujino (2012), that group included Japanese American Richard Aoki and “Japanese 

Americans Mike Tagawa and Guy Kurose and a Filipino brother in Seattle, Afro-Chinese Lee 

Lew-Lee in New York City, and two Japanese American women in Berkley as well as a handful 

of Latinos in the Bay Area” (p. 163).   

    

2. Some people inside and outside of the organization state that a cult of personality developed 

around Huey P. Newton.  On the other hand, Ollie Johnson (1998), an outsider, has informed us 

that, “In prison, Newton became a device for recruitment and his life the subject of a national 

and international ‘Free Huey’ campaign” (p. 399).  He added: “Newton achieved mythic status 

among Black and radical activists as a political prisoner capable of facing down vicious white 

racist cops” (p. 399). Johnson also charged that Newton engaged in the creation of entities to 

store the funds of the organization and “diverted money from Party programs to support his 

personal activities.  Party members tended to accept this centralization of money and power by 

Newton because of their excessive worship and later fear of his as a leader” (p. 406).  On the 

other hand, Cox (2019), an insider, has related that: 

 

 It seems that at our present level of evolutionary development as a species, we are 

 constantly in search of a messiah—a messiah to help us deal with the burden of the 

 struggle for everyday survival. When Huey and Eldridge manifested themselves, they 

 were, for many of us, the messiahs. The very nature of the campaign to free Huey, as 

 conceived by Cleaver, was in fact the creation of a cult of personality.  Newton became 

 our god. On all subjects on which he felt the need to express himself, he became the sole 

 possessor of truth. His every word became the law and line of the party.  (pp. 206-207) 

 

Cox also declared that: 

 

  When Huey was released in August of 1970, our love fir him was so great  that we 

 would  have done anything he said.  But with the case of megalomania he came out of 

 prison with, his attitude, as far as we could see, was out of sight, out of mind.  He kept us 

 isolated and in the dark about what was going on.  (p. 169)        



 

At his request, the autobiography of Cox was not published until his death.  However, before his 

death, Cox (2001) did publish an essay on the 1971 split in the Black Panther Party wherein he 

addressed Newton and the cult of personality.  Cox wrote: 

 

  In ancient Egypt, the pharaohs were considered to be gods. Five thousand years 

 later, in the Black Panther Party, Huey Newton was successively the Supreme 

 Commander and the Supreme Servant of the People. There are no qualities of difference 

 between the two phenomena,  precisely because the cult of  personality and the ensuing 

 megalomania underlying the two phenomena are the same. 

  At a decisive moment, Huey Newton directed his competitivity and his aggression 

 toward what many of us considered to be the enemy and became a hero.  For some of us, 

 Huey represented the equivalent of the Messiah. Since we didn’t want to see any more of 

 our leaders eliminated, we launched a massive campaign to assure that Huey would not 

 be condemned to the death penalty. A cult of his personality was created. Huey was 

 elevated to the status of the gods, and his every word became gospel. (p. 121)  

 

Thus, in the eyes of Cox, Newton had a side of him that suffered from megalomania surrounded 

with the awe of a critical mass of followers who created a cult of personality.  Further, Seale 

(1970) played a major role in helping Newton develop mythic status when he published his story 

of Newton’s life after the killing of John Frey.    

 

3. Outsiders and insiders converge on the notion that there were less than 50 members of the 

Black Panther Party in October 1967.  Heath (1976), an outsider, has asserted that “on the 

summer of 1967 the Black Panther Party remained a localized operation with some 40 members 

in the Oakland-San Francisco area” (p. 25).  Kathleen Cleaver, an insider, has said: 

 

 Huey got shot in October.  It was the same month that Che Guevara was killed.  

 Eldridge called me and said, “You’ve got to come out here and help us.” The group I met 

 when I reached the Bay Area consisted if Eldridge—the only leader not in jail and old 

 enough to vote (but being a paroled convict, he was prohibited from exercising the 

 franchise)—and several teenagers: Bobby Hutton, Reginald Forte, Sherwin Forte, 

 Oleander Harrison, and maybe Emory Douglas. This was all of the Black Panther Party 

 for Self-Defense that I had met. Bobby was in jail in Santa Rita.  Huey’s in prison. They 

 didn’t have their office any longer. They didn’t have any newspaper. That’s when 

 Eldridge went public. He was in the  party, he was minister of information, but he was 

 “underground.”  (p. 29)    

 

David Hilliard, an insider, has stated that the Black Panther Party had “twelve to fifteen guys” 

before the October 1967 shoot-out (Hilliard et al., 1993, p. 139).  Anthony (1990), an insider, has 

reported that the Black Panther Party had “only about thirty hardcore members” in October 1967 

(p. 43).  He also reported that “the Free Huey Campaign would be the ticket to flood the 

membership roll” (p. 43).  In the case of Anthony, he was an early member of the Black Panther 

Party and a self-identified FBI informer unbeknownst to Huey P. Newton, Bobby Seale, and 

Eldridge Cleaver. Anthony reported that, “I quit as Chairman of the Independent Action 

Movement, and became the eighth member to join the Black Panther Party” (p. 24).  According 



to Anthony, “My first Black Panther assignment was to organize a rally in the Potrero Hill 

section of town where I was a consultant for a federal government anti-poverty program” (p. 26).  

Anthony (1967) also published an article in the third issue of The Black Panther. After he left the 

Black Panther Party, Anthony (1970, 1990) published two books.  In one of those books, 

Anthony (1990) revealed that he was an FBI informer while in the Black Panther Party.  

Anthony said he was recruited by FBI agents Robert O’Connor and Ron Kizenski in August 

1967 to become “an FBI informant-agent-provocateur inside the Black Panther Party” (p. 38).  

Anthony added: 

 

  I agreed and as far I know, became the first of dozens of Black Panthers who were 

 to accept the same type of deal from the FBI’s COINTELPRO division. Still others 

 became local police informants. There were soon so many of us that we were informing 

 on each other.  (p. 38)     

 

Before he agreed, Anthony said he was beaten by Robert O’Connor and Ron Kizenski and they 

offered to get rid of some pending charges against him if he became an FBI informer.  If 

Rosenfeld (2015) is correct, another FBI informer was Ricard Aoki, the first Asian tb be 

affiliated with the Black Panther Party. In addition to providing the organization with some of its 

first weapons, Richard Aoki was one of the field marshals in the Black Panther Party.  Other 

field marshals included Donald “D.C.” Cox, George Jackson, Carver “Chico” Neblett, George 

Sams, Jr., and Landon Williams (Committee on Internal Security, 1971a; Newton, 1971d). For a 

report by a self-identified police informer and agent provocateur, see Louis E. Tackwood and the 

Citizens Research and Investigations Committee (1973).     

 

4. Following the departure of Elaine Brown from the Black Panther Party, other Black women 

stepped up.  One of those Black women was JoNina Abron.  According to Alkebulan (2003), 

“JoNina Abron became editor of the newspaper in 1978” (p. vi).     

 

5. A report by SNCC (1968) has identified those two states as Louisiana and Virginia where H. 

Rap Brown was facing charges. 

 

6. Stokely Carmichael seems to have probably left the Black Panther Party during the early part 

of June.  The last issue of The Black Panther to list Stokely Carmichael as the prime minister and 

member of the Central Committee was June 7, 1969.  The first issue to list the prime minister 

position as vacant was June 14, 1969.  As mentioned in the text, the June 7, 1969 contains two 

articles that acknowledge Fred Hampton as the Deputy Chairman of the Illinois Chapter.  It 

should be noted that Jakobi Williams (2013) included Bob Brown as a founder of the Illinois 

Chapter, but not as a member of the Central Staff.  Williams wrote: 

 

 There was a deputy minister of information (Rufus Walls); education (Lamar Billy “Che” 

 Brooks); communication (Iris Shinn and, later, Ann Campbell); defense (Bobby Rush); 

 culture (Christina “Chuckles” May); labor (Dianne Dunn and, later, Yvonne King); and 

 finance (Drew Ferguson). There was also a chairman (Fred Hampton), who served as the 

 group’s spokesperson. The chapter also had at least three field lieutenants—Jewel Cook, 

 Bob Lee, and Joan Gray—whose main responsibility was grassroots organizing. Each 

 member was assigned to a cadre headed by a deputy minister. The deputy ministers’ 



 responsibilities included overseeing their cadre and assuring that comrades under their 

 command carried out their assigned daily duties.  (p. 65)  

 

Whereas the national headquarters of the Black Panther Party used a Central Committee, the 

Illinois Chapter utilized a Central Staff. 

 

7. For more information about the development and achievements of Emory Douglas as an artist, 

see Kovacs (1969), Phineas (1969), East Oakland Community Center Black Panther Party 

(1970), Brewer (1970), Glover (2007), Seale (2007), Durant (2007), K. Cleaver (2007), Gaiter 

(2007), Morozumi (2007), Baraka (2007), Valdez (2008), and S. Williams (2009).  See Douglas 

(1968, 1969a, 1969b, 1970a, 1970b, 1971) for some of his own writings and speeches on his 

development and achievements. For a critique of Douglas after the split between the Cleaver 

faction and the Newton faction, see Brewer (1971).  For government reports which mentioned 

Douglas and includes his artwork, see the Committee on Government Operations (1969a) and the 

Committee on Internal Security (1970a, 1970b, 1970d, 1971a, 1971b). For government reports 

which mentioned Mark Teemer as an artist, see the Committee on Government Operations 

(1969a) and the Committee on Internal Security (1970a, 1970d; 1971a). The Committee on 

Government Operations (1969a) and the Committee on Internal Security (1970a) include 

examples of the artwork of Mark Teemer.  His Black Panther Coloring Book was reprinted by 

the Committee on Government Operations (1969a). For government reports which mentioned 

Joan Tarika Lewis (aka Matilaba), see the Committee on Government Operations (1969a) and 

the Committee on Internal Security (1970a, 1970b, 1970d, 1971a).  The Committee on Internal 

Security (1970a, 1970b) includes examples of the artwork of Joan Tarika Lewis (aka Matilaba).  

Her life and times are also covered in Cromartie (2006, 2008, 2013).      

 

8. Elaine Brown (1992) has written that, “I made Michael Fultz, from the Boston branch, 

coeditor of the newspaper with David Du Bois” (p. 362).  Regarding David Graham Du Bois in 

1977, Elaine Brown remembered that, “Michael Fultz was editing the newspaper with savvy and 

polish, David Du Bois having gone out of the country indefinitely to attend to his aging mother” 

(p. 410).    

 

9. After leaving the Black Panther Party, David Graham Du Bois later became involved with the 

Encyclopedia Africana Project. For an article he wrote about his involvement with the 

Encyclopedia Africana Project, see Du Bois (1997).  For two of the articles he wrote in The 

Black Panther before he left the organization, see Du Bois (1975, 1976). 

 

10. The Committee on Internal Security (1971a) has reported that, “In approximately April 1967 

David Hilliard was brought directly into the Black Panther Party as a Captain and became 

Captain of National Headquarters in April 1968.  This was made possible because Hilliard and 

Newton were long-time school friends” (p. 5000).   

 

11. See Tartt (2008b), Thompson (2007), and Phillips (2015) for information about Ericka 

Huggins’s date of birth, place of birth, maiden name, length of service in the Black Panther 

Party, and activities in the Black Panther Party. For information on her role in the Southern 

California Chapter and the later the National Headquarters, Intercommunal Youth Institute, and 



the staff of The Black Panther, see Elaine Brown (1992), Tartt (2008b), Thompson (2010), and 

Phillips (2015). 

 

12. For mention of the Central Committee in government reports, see Committee on Internal 

Security (1970a, 1970b, 1970c, 1970d, 1971a, 1971b). For example, the Committee on Internal 

Security (1971b) said that, “About April 1968, a central committee was formed to make policy 

decisions for a rapidly growing organization” (p. 70).  The list provided by the Committee on 

Internal Security was slightly different the lists provided by the other two sources.  During a 

hearing in November 1970, an interviewee informed the Committee on Internal Security (1971a) 

that the Central Committee was formed in April 1968.  The Committee on Internal Security 

stated that the interviewee related that the Central Committee included the following Black 

Panthers:  Bobby Seale, Huey P. Newton, Bobby Hutton, Melvin Newton, Stokely Carmichael, 

H. Rap Brown, Emory Douglas, Eldridge Cleaver, James Forman, and David Hilliard. The 

interviewee also told the Committee on Internal Security that the organization had a Central Staff 

composed of the following Black Panthers: Capt. Wilfred Holliday aka Captain Crutch, Capt. 

William Bill Brent, and Capt. Harvey.  In contrast to the government reports, Murch (2010) said 

that, “The Black Panthers’ Central Committee was formed in December 1967 with an initial 

membership of five people” (p. 259).  However, Murch did not identify those five people.     

 

13. See Rice (2003) and Jeffries (2007) for other discussions of the organizational framework 

and structure found in the Black Panther Party at the national, regional, and local levels.  Rice 

examined the Illinois Chapter and Jeffries looked at the Baltimore Branch.  Alkebulan (2003), a 

former rank and file member of the Black Panther Party, stated in his dissertation that, “A 

national central committee (based in Oakland) was also established and the members were either 

friends or known to each other” (p. 5).  He also said: “The principal officers were: Minister of 

Defense Huey Newton, Chairman Bobby Seale, Minister of Information Eldridge Cleaver, Chief 

of Staff David Hilliard, Communications Secretary Kathleen Cleaver, and Minister of Culture 

Emory Douglas” (p. 5). Alkebulan added: “Various individuals held the education and finance 

portfolios during the Party’s existence” (p. 5).   

 

14. Ollie Johnson (1998) reported that, “Most academic and journalistic estimates of Party 

membership are lower with membership peaking at around 2000 in 1968 and 1969” (p. 410).  Cf. 

Alkebulan (2007), Committee on Internal Security (1970b), and Abron (1998).  Whereas 

Alkebulan and the Committee on Internal Security list a peak at 2,000 members of the Black 

Panther Party, Abron converged with Seale and reported a peak of 5,000 members of the Black 

Panther Party.       

 

15. For more information about the purge, see Murrell (1969) and Jones (1969).  According to 

Abron-Ervin (2011), the Detroit chapter was later reinstated in 1972. 

 

16. For some of the position statements and bitter criticism made by the Newton faction, see the 

Central Committee (1971), Newton (1971a, 1971c), San Quentin Branch Black Panther Party 

(1971), E. Brown (1971), and Douglas, Hewitt, Big Man, Rush, and Miranda (1971). The leader 

of the San Quentin Branch of the Black Panther Party was George Jackson.  Following the split, 

Jackson (1972) sent John Gerassi a letter wherein he made the following statement about 

Eldridge Cleaver: 



 

 I sent him a letter reminding him that his behavior while in prison was far from 

 exemplary and had that section of it signed by Ulysses McDaniel and Clifford 

 Jefferson, two of the oldest (time in) and most respected black partisans in the 

 California concentration camp system. I then listed some of his behavioral patterns since 

 his release—a more complete list than the one just given—that did  not indicate that he 

 had changed much.  I finally asked him simply to show proof that he was not a 

 compulsive disrupter or agent provocateur. A very mild request, I feel. He returned with a 

 very scurrilous and profane set of invectives—in short, a piece of vendetta. Tell him that 

 seven thousand miles, the walls of prison, steel and barbed wire do not make him safe 

 from my special brand of discipline, tell him that the dragon is coming . . .  (p. 163)  

 

Jackson closed his letter to Gerassi with the following salutation: “Your comrade in arms—‘He 

who does not fear the death of 1,000 cuts will dare unseat the emperor’” (p. 163). For a tribute 

written in honor of Jackson after he was assassinated at San Quentin Prison, see Newton (1971e).   

For some of the position statements and bitter criticism made by the Cleaver faction, see Central 

Headquarters (1971a, 1971b, 1971c); West Coast Ministry of Information (1971); E. Cleaver 

(1971c), Cox (1971d, 1971e), M.C. Tabor (1971), and The Committee to Defend Abandoned 

Panthers (1971).  After the 1971 split and their expulsions from the Black Panther Party by the 

Central Committee and/or Huey P. Newton, members of the Cleaver faction still considered 

themselves to be in the organization.  In fact, they published issues of their newspaper, Right On, 

wherein they included the original “Black Panther Party Platform and Program” and the original 

“The Eight Points of Attention” (Black Panther Party, 1973a, 1973b). Spurred on by 

COINTELPRO, the transition from comrades to enemies happened very quickly. Reminiscing 

about that era, Hassan (2017) posed that, “The Party split came down between the East and West 

Coast because of undercover U.S. government agents posing as Black Panthers” (p. 588).  

Shortly before the emergence of the split, members of the Cleaver faction published articles in 

The Black Panther that were not negative towards the organization or any of its members (Cox 

1971a, 1971b, 1971c; C.M. Tabor, 1971a, 1971b; E. Cleaver, 1971a, 1971c; Moore, 1971a, 

1971b; L.A. Shakur, 1970; Z.M. Shakur, 1969a, 1969b, 1969c).  

 

17. Murch (2010) has related that the confrontation between Raymond “Masai” Hewitt took 

place in January 1973.  According to Murch, “Hewitt assailed the growing corruption inside the 

Party, and the devolution of the BPP’s democratic centralism into one man rule” (p. 223).  After 

Hewitt left the organization, Murch said there were mass purges and departures.  For Murch, 

state repression and the cult of personality “hastened the Party’s decline” under the watch of 

Huey P. Newton and Elaine Brown (p. 224).  Another factor noted by Murch that led to the 

decline was the development of a Board of Corrections that issued “physical punishment” and 

“discipline” to Black Panthers who “violated Party rules or misrepresented BPP ideology” (p. 

222). For narratives about some of the punishment inside the Black Panther Party, see Elaine 

Brown (1992), McCutchen (2008), and Pharr (2014).   

 

18. For some of Newton’s discussions of intercommunalism as an ideology, see Newton (1971b, 

1972, 1973).  Also, see Newton and Erickson (1973).       

 



19. Forbes (2002) appears to have overlooked or ignored Larry Henson as a member of the 

Central Committee.  Under Elaine Brown, Larry Henson was also the chief of staff.  

 

20. Churchill and Vander Wall (1990) stated that, in the aftermath of the wake of a 

“SNCC/Panther split” fostered by the FBI, “Hampton assumed the Illinois state BPP 

Chairmanship, a matter which automatically rendered him a national BPP Deputy Chairman” (p.  

64).  

 

21. For more information about the context of the assassination of Fred Hampton, see Leon 

(1969), Randy (1969), “Fred Hampton and Mark Clark” (1969), “Deputy Chairman Fred 

Hampton” (1970), “Fred Hampton” (1970), “Seize the Time” (1970), Illinois Chapter Black 

Panther Party (1971a), “F.B.I. Informer” (1975), Njeri (1991), Rice (2003), and Austin (2006).  

Although the law enforcement task force members succeeded in their assassination of Fred 

Hampton, the Illinois Chapter managed to continue to operate and provide survival programs.   

For a report on those activities, see the Illinois Chapter Black Panther Party (1971b).  On 

February 17, 1971, Huey P. Newton (1971c) made a speech in Chicago at the Illinois Coliseum 

wherein he asserted that “Fred Hampton was murdered because of a conspiracy of Hanrahan and 

Daley and all of those other vicious tools of oppression” (p. 3).  For some of the writings and/or 

speeches of Fred Hampton, see Hampton (1969a, 1969b, 1969c, 1970).        

 

22. For position statements published in The Black Panther on the cultural nationalism versus 

revolutionary nationalism issue, see Harrison (1969), Murray (1969), Brother Jymbo (1969), and 

“Cultural Nationalism” (1969).  Also, see the interview of Huey P. Newton with the Movement 

(“Huey Newton,” 1968).  For discussions of the conflict between the Black Panther Party and the 

US Organization, see Newton (1973), Karenga (1976, 1977, 1978), Pinkney (1976), Select 

Committee to Study Governmental Operations (1976), Scott Brown (2003), and Murch (2010). 

 

23. Right after the split emerged between Huey P. Newton and Eldridge Cleaver, The Black 

Panther published two reports accusing Eldridge Cleaver of killing Clinton “Rahim” Smith.  One 

report was made by Elaine Brown (1971) who stated that Smith was killed by Eldridge Cleaver 

for having sex with Kathleen Cleaver.  Elaine Brown also related that, “As many beatings and as 

much suffering that Kathleen endured from Eldridge, she had finally been able to break away, 

steal away, and make contact with another man.  She had wanted to do this all along” (p. C).  

Elaine Brown further asserted that Eldridge Cleaver “killed this brother Rahim.  He murdered 

him and buried his body right in Algeria, because Kathleen had done only once what he made an 

integral part of their relationship” (p. C).  The other report was made by the San Quentin Branch 

Black Panther Party (1971) that said “Not only have you broken every code a Revolutionary 

Comrade is supposed to live by, but also you have committed murder of one of our Comrades . . 

. “Smitty” (Clinton Smith—Rahim)” (p. 10). For a transcript of the telephone call between Huey 

P. Newton and Eldridge Cleaver, see “On the Contradictions” (1971).   

 

24. It should be noted that the New York Chapter had several people who used Shakur as a 

surname.  In addition to Assata Shakur (aka Joanne Deborah Chesimard) and Zayd Malik Shakur 

(James Coston), there were Afeni Shakur (aka Alice Faye Williams), Lumumba Shakur (aka 

Anthony Coston), and Mutulu Shakur (Jeral Wayne Williams).  Afeni Shakur, a Bronx section 

leader in the Black Panther Party, was the mother of Tupac Shakur; wife of Lumumba Shakur 



from 1968 to 1971; and wife of Mutulu Shakur from 1975 to 1982. On October 3, 1975, Afeni 

Shakur gave birth to her daughter Sekyiwa after being impregnated by Mutulu Shakur.  

Lumumba Shakur, a Harlem section leader and lieutenant in the Black Panther Party, was the 

first husband of Afeni Shakur from 1968 to 1971.  Afeni Shakur has related that, “Lumumba and 

I were married in September 1968” (Quoted in Guy, 2004, p. 82).  Lumumba Shakur was not the 

father of either of her two children. While married to Lumumba Shakur, Afeni Shakur became 

impregnated by Billy Garland and gave birth to her son Tupac Shaker.  Mutulu Shakur (aka Jeral 

Wayne Williams), a member of Revolutionary Action Movement (RAM) and the Black 

Liberation Movement (BLM), was the second husband of Afeni Shakur from 1975 to 1982.  He 

is the father of her child Sekyiwa Shakur.  Although Afeni Shakur was related to both Lumumba 

Shakur, Mutulu Shakur, and Zayd Malik Shakur through marriage, Assata Shakur was not 

related by blood or marriage to any other Shakur in the Black Panther Party.  Likewise, 

Lumumba Shakur and Zayd Malik Shakur were blood brothers, but not related to Mutulu Shakur 

(Assata Shakur, 1987; Guy, 2004; Sunni-Ali, 2017).    

 

25. In addition to the accounts by Assata Shakur (1987), Evelyn Williams (1993), and the 

National Committee for the Defense of Joanne Chesimard and Clark Squire (1973), see the 

Federal Bureau of Investigation (2013) for more information about the legal aftermath of the 

shootout that resulted in the deaths of Zayd Malik Shakur and Werner Foerster.  For some media 

reports on the May 2, 1973 shootout and the court trials related to it, see Chambers (1973); 

Johnston (1974a, 1974b, 1974c); R.A. Jones (1973); Kaufman (1973); Smothers (1973); J. F. 

Sullivan (1973a; 1973b); S. P. Sullivan (2016); Prial (1973); Waggoner (1977); and Pilkington 

(2018). Pilkington stated that Clark Squire (aka Sundiata Acoli) received a sentence of “Life plus 

30 years consecutively” (p. 1). For more information on the life of Clark Squire before and after 

he became Sundiata Acoli, see Dequi and Meyer (2017), Acoli (2008), and “Sundiata Acoli” 

(2021) For a media report on the bank robbery court trial and acquittal of Assata Shakur and 

Fred Hilton, see Chambers (1973) and Prial (1973).    

 

26. Silvers (2017), a former member of the New York Chapter of the Black Panther Party and 

the Young Lords Party, credited Zayd Malik Shakur with being a key supporter “in the takeover 

of the Mental Health Center at Lincoln Hospital by the 1199 union workers who were fighting 

for training and upgrading and a college education for the paraprofessional, as well as better 

compensation for our work” (p. 1). She surmised that “the whole country of the United States, 

the entire Black Community, and Communities of color owe a great debt (in the areas of 

healthcare and other important issues), to brother Zayd Malik Shakur and his leadership” (p. 1).  

After the expulsion of the New York Chapter from the Black Panther Party by Huey P. Newton, 

Zayd Malik Shakur became involved with Right On, a newspaper which emerged after the split 

between the Cleaver faction and the Newton faction. For an article he published in Right On, see 

Zayd Malik Shakur (1971). 

 

27.  After their departure from the Black Panther Party, members of the New York Chapter 

released a statement that called from the Central Committee be dissolved.  That group also 

complained that the Central Committee was not made up of leadership from chapters and 

branches across the USA.  They wrote: 

 



  More than a year and a half ago, our Minister of Information Eldridge Cleaver 

 had suggested a planned reform of the Central Committee that dealt with the leadership 

 from the branches and chapters throughout Babylon. At that time, he had also 

 recommended that Deputy Chairman Fred Hampton be made a member of the Central 

 Committee, long before he was assassinated.  Both of these recommendations had been 

 approved by Huey P. Newton while he was still in prison, but this was selfishly blocked 

 by David Hilliard.  (Central Headquarters, 1971, p. 2)     

  

According to that group of New York Panthers, “Brother Eldridge had pressed this 

recommendation again after Brother Fred Hampton was assassinated, as further proof of the need 

to have members of the Central Committee coming from the local branches and chapters” (p. 2).  

The group of New York Panthers charged that Newton was guilty of supporting “absolute 

despotism” when he set up a “politbureau” that “would consist of only the most advanced and 

loyal brothers and sisters in the party, and that the politbureau would be above the central 

committee.  Meaning David and Huey (p. 2).  For that group of New York Panthers, the actions 

of Newton and Hilliard were anti “the true principles of democratic centralism” (p. 2). 

Eventually, many New York Panthers became involved with the Black Liberation Army. For 

more information about the activities of New York Panthers and the Black Liberation Army after 

the February 1971 split, see Cox (2001), Umoja (2001), Acoli (2008), and Pharr (2014).      

 

28.  On the one hand, reactionary forces in Farmingdale, New York did all they could to keep 

Zayd Malik Shakur from being buried in Long Island National Cemetery.  On the other hand, 

reactionary forces in Haynesville, Louisiana have a history of shooting with bullets the headstone 

of Fred Hampton.       
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Introduction 

 Teaching online has extended the reach of the university. No longer constrained to a physical 
classroom, higher education faculty can now project their instructional space anywhere in the world. 
This has not come without learning and technological challenges. One area in particular is the copyright 
use of instructional materials in online courses. Faculty are often at a loss to determine if the 
instructional material they use legally in an on-campus course can also be used in the same way if the 
material is placed online. 

 In 2002, the United States Congress passed and the President of the Unite States of America 
signed into law the TEACH Act. This stood for the Technology, Education and Copyright Harmonization 
Act of 2002 and it was part of Public Law 107-273. This act clarifies what compliance measures must be 
implemented with regard to distance education and copyright. It allows teachers and students of 
accredited, nonprofit educational institutions to transmit performances and displays of copyrighted 
works as part of a course if certain conditions are met. In cases where these conditions are not met, 
educators are still able to qualify under another exception, such as fair use or the de minimis rule. This 
also have the option of getting the permission of the copyright holder as a last resort before replacing 
these instructional materials with other materials which could be permissibly used for free under the 
applicable laws. 

 

Literature Review 

 There is a great deal of literature on copyright and higher education. Much of this literature is 
applicable to online education. However, much of it deals with applying copyright law to course material 



or teaching. Not a lot has been written to address how to educate higher education faculty about the 
topic. This review will cover some of the highlights. 

 The changing needs of higher education to provide resources (including copyright instruction) 
for distance education has been known since the late 20th Century. Lorenzen (1998) foreshadowed 
much of the need for additional resources early for distance education and copyright to be successful. 
The author wrote, “Perhaps more than any other field, distance education has been remade with the 
advent of the Internet and the Web. Once entirely in the domain of correspondence courses, distance 
education is now the trend in education, with institutions at all levels providing instruction to remote 
and local users through the use of computers and the Web. The Internet has made it possible for 
teachers to provide their instruction to mass audiences at the same time an institution makes university 
information and resources available to paying students online.” (p. 342). 

 One of the first reactions to the TEACH Act was Crews (2003). The author noted why it was 
important. Crews wrote, “Why should educators care enough about copyright to take on this new 
burden? Quite simply, nearly every text, sound, image, and other intellectual work is protected by 
copyright. The possibility of infringing someone's copyright occurs whenever educators clip and copy.” 
(p. 34). 

 Hutchinson (2003) argued that the law did not achieve the clear victory for educational use of 
copyrighted that many believe it did. The author argued that the act was fraught with requirements and 
vague terminology and this would cause confusion amongst educational institutions. The author 
believed many would fail to take advantage of the act. In the end, despite the Act's shortcomings, 
Hutchinson concluded that the TEACH Act was viable legislation, and offered suggestions to aid 
educational institutions in making use of the expanded rights to use copyrighted materials in online 
courses enabled by the TEACH Act. 

 Dobbins et al (2005) explored the act in regards to nursing informatics. The authors noted the 
expansion of Web-based courses in nursing education, faculty members were faced with a greater 
responsibility to be copyright compliant. Their article reviewed the changes in copyright law. The 
Conference on Fair Use (CONFU), the passage of the Digital Millennium and Copyright Act (DMCA), the 
passage of the Technology Education and Copyright Harmonization (TEACH) Act, and the recent legal 
cases were reviewed. The strategies and resources the authors used to secure copyright permission 
while designing a Web-based continuing education course was also detailed. 

 Colbert and Griffin (2006) took the view that the Teach ACT may have not achieved its goal. The 
authors wrote, “Our nation's higher education system is a tremendous resource that must have the 
freedom to exploit the use of digital technology. Certainly, the interests of copyright owners pale in 
comparison. If colleges and universities are to make substantial contributions in the future, the TEACH 
Act and its safeguards require reconsideration.” (p. 520). 

 Reyman (2006) presented an analysis of the TEACH Act and its implications for teaching writing, 
with an aim toward building awareness among faculty and administrators so that they can become part 
of the critical conversation about copyright law as it affects teaching and learning with technology.  In 
particular, Reyman focused on teaching writing. The author found the act empowering and noted, “The 
TEACH Act presents us with some choices. The future may well replicate what we have witnessed in the 
past decade, where universities continue to fuel the permissions market and pay royalties, thus 
increasing rewards for packaging discrete knowledge products and restricting educators' rights to use 
copyrighted materials for teaching and research. But it could look differently-the TEACH Act affords us 



the opportunity to involve our universities and colleges in the process of educating and informing our 
campus communities about copyright law as it relates to teaching in a digital age.” (p. 43.) 

 The Congressional Research Service wrote a summary of the act on 2006. In it, Huber et al 
provided an analysis of the provisions of the TEACH Act, including an explanation of the types of works 
exempted for distance education purposes, the conditions and limitations placed on the ability to use 
exempted works, the exemption eligibility requirements for distance educators and students, the 
limitations on copyright infringement liability of eligible claimants, and the mandatory procedural 
requirements that transmitting institutions must follow to safeguard copyrighted materials from 
infringement. The report also examines the potential effect on the rights granted by the TEACH Act that 

may be posed by the proposed “broadcast flag,” a content protection technology designed to limit 
copying, editing, retention, and other activities regarding the use of digitally broadcast television 
programs. 

 Many academic librarians have been concerned and frustrated that the TEACH Act did not do 
enough to support library use of copyrighted works which often support online courses. Carter (2008) 
summarized some of this discontent. The author wrote, “Librarians with an interest in electronic 
reserves were, for the most part, disappointed by The Technology, Education and Copyright 
Harmonization Act (TEACH Act). The Act provided classroom instructors with relatively clear guidelines 
as how they could use copyrighted materials online classes without violating the law. Mention of 
libraries, however, was conspicuously absent and the Act offered no direct guidance for what sort of 
library materials could be placed on the Internet. The guidance it offers though is more indirect. It gives 
some sense of how the legislative branch views the rights and responsibilities of educators in the use of 
online materials. It will offer guidance to the judiciary when, inevitably, a copyright dispute involving 
electronic reserves ever goes to court. It is important that librarians understand the TEACH Act and what 
it means to education.” (p. 49). 

 Nursing education has also been grappling with copyright issues. Lyons (2010) noted that online 
education had added to the dilemma. This article discussed the latest information on copyright issues, 
current guidelines for interpreting fair use and incorporating the TEACH Act, and recent developments in 
open access publishing as they related to nursing.  The author wrote that, “Although this act is not a 
blanket statement allowing the use of copyrighted materials, it is reassuring that educators can use 
certain works without breaking the law. The language in the TEACH Act essentially spreads liability for 
infringements among the educational organization, the instructor, and the participants enrolled in a 
course.” (p. 64). 

 Understanding copyright and the TEACH Act was compared to the tax code by Uzwyshyn (2011).  
The author wrote, “Puzzling over the arcana of the Teach Act, more than a few university administrators 
will be reminded of the minutiae of the tax code. To be sure, copyright law needs to be reconceptualized 
for the new millennia. Libraries and universities are witnessing a sea change from an earlier era of 
historical development. Definitions of copyright, technology, and the online classroom need to be recast 
or the laws become peripheral in handling new digital copyright questions that increasingly arise. Recent 
cases, present confusion, and various strong opposing debates regarding streaming media and the 
Teach Act illustrate these facts well.” (p. 1) 

 Wilson (2012) looked back after ten years on how educators were being impacted by the TEACH 
Act. Wilson wrote why this was important. The author noted, “It is important that educators continually 
learn about legislation that affects the information they are providing in their curriculum but also how 
they are providing it to their learners…The TEACH Act has evolved into the legislation in 2001 and how 



educators, politicians, and those effected by technology copyright and Fair Use laws have continued to 
revisit laws associated with digital learning and new technology. Although there are many articles and 
publications discussing the TEACH Act, there are no current case laws involving the governing of the 
Act.”  (p. 999.) 

 Many libraries are embedding librarians into online courses. This often puts them in the 
frontline of working with the TEACH Act but they do not always have the knowledge. Burik (2013) wrote, 
“embedded librarians increase their presence in online classes in varied ways, the embedded librarian 
position evolves into a version of Bell and Shank's ‘blended librarian’ who serves as both a librarian and 
educator, and becomes a more valuable member of the academic community. The current lack of 
discussion about the provisions of the TEACH Act among embedded librarians who write about the work 
they have done in online courses, however, is a troubling sign. Knowledge of the TEACH Act will help 
protect embedded librarians and others from copyright infringement and aid in the further development 
of embedded librarianship.” 

 Charbonneau and Priehs (2014) studied academic librarians and library staff in the United States 
about their awareness of various copyright policies, partnerships with campus groups to address 
copyright issues, and training needs. A majority of the survey respondents reported that they have 
answered copyright-related questions in the workplace, yet only 49% of the respondents perceived they 
were prepared to provide copyright information to library users. Awareness of various copyright policies 
among librarians and staff members varied, including a reported minimal awareness of the TEACH Act. 
In addition, survey respondents expressed the desire for more copyright-related training. 

 Librarians are often at the forefront in educating faculty on campus about copyright and the 
TEACH Act.  Conlogue and Christianson (2016) noted this and wrote, “Ultimately, copyright education 
increases confidence, saves time in planning, reduces anxiety, and protects both the institution and 
individual. Librarians should proactively advocate for copyright policies and education. Advocating takes 
time, effort, and relationship building, but it can be done. Librarians can educate patrons and help them 
work through more complex issues while bringing copyright to the forefront of institutional awareness. 
Copyright education and guidance provides librarians with an excellent opportunity to raise their 
visibility on campus and develop a valuable niche within their institution and beyond.” (p. 42). 

 An attempt was made by Shaver (2017) in a doctoral dissertation to find best practices for using 
the TEACH Act. Shaver noted that the TEACH Act expanded exemptions but added rigorous institutional 
requirements and limitations. The requirements were difficult to interpret or implement, limiting access 
to the benefits, although a few institutions did succeed. The study examined successful institution’s 
processes, policies, and tools to define best practices with the intent of creating a TEACH Act best 
practice guide. A lack of specific best practices indicated the need for further research. Shaver proposed 
that a professional organization conduct further research to develop a series of TEACH Act best practice 
guides focused on specific types of copyright material to reduce conflicts and gain support of users and 
owners. 

 Lazet (2019) applied multiple provisions of federal law including the TEACH Act to teaching 
about film. The author provided an overview of the United States Code Title 17, Sections 107, 108, and 
110 as it related to copyright and films in learning environments. By providing a summary of only the 
points that are relevant to pedagogy and the viewing of films, the author sought to help readers 
understand what is acceptable according to Title 17 without readers having to wade through the Code 
themselves. The paper also included relevant information on the 10% rule and interpretations of Title 17 
by such institutions as the American Library Association, and concluded with a brief list of best practices 
for viewing films in a pedagogical setting. 



 The Coronavirus pandemic in early 2020 hit higher education hard. Tepp (2020) discussed this in 
the context of the Internet Archive. Tepp wrote, “Copyright issues have long been the subject of heated 
debates and it seems even a once-in-a-century public health crisis is not enough to put them aside. To 
be sure, efforts to mitigate the societal effects of coronavirus-related measures are laudable. At the 
same time, the over-breadth of IA’s efforts combined with its longstanding advocacy for weaker 
copyright rules have generated skepticism,47 particularly among creators and copyright owners whose 
rights are being ‘donated’ against their will. This paper will not resolve the policy disputes or calm the 
heated debate. It is my hope that at least this paper will contribute to the ongoing consideration a more 
thorough legal analysis and invigorate consideration of the TEACH Act as a way in which at least some 
needs can be met through a more balanced approach.” 

Teaching Faculty at Western Illinois University 

 Like many institutions of higher education, Western Illinois University was hit by the impact of 
the Coronavirus in early 2020. In mid-semester, on campus courses were moved online and most 
students left campus. Faculty were caught unprepared. They needed to move all of their courses to an 
online format with virtually no lead time. Thankfully, they were able to do so. 

 One major area of concern was copyright. Faculty used many copyrighted resources in campus 
courses. They knew this was legally allowed. However, there were concerns by many if they could use 
the same materials online for the same courses. The author of this paper is a librarian and also the 
copyright resource for campus questions on intellectual property issues. The author fielded many 
questions pertaining to the questions in this area. Almost without exception, all of the material could be 
brought to an online format and was already in the public domain, was allowed by the TEACH Act, or 
was covered by educational fair use. 

 This made it clear that faculty were going to need ongoing training to be able to understand the 
vast freedom they had in using copyrighted material for online courses. As such, the author began 
offering workshops through the Center for Innovative Technology at Western Illinois University for 
faculty to enroll. Due to the nature of the epidemic, all of the workshops were offered online. 

 The workshop description noted, “Deciding whether or not to use material for online teaching 
does not need to be hard. There are ways to stay within what is allowed for copyright in many cases. 
The TEACH Act passed by Congress in 2002 gives lots of flexibility when the guidelines are followed. In 
addition, copyright provision for educational fair use and public domain materials are also helpful in 
putting a course online. This webinar will give an overview to these topics.” 

 The author is not a lawyer. As such, it was noted that the workshops were for educational 
purposes. The participants were encouraged to refer any legal questions to the university attorney 
relating to copyright. However, it was made clear the author would give his best opinion about any use 
of copyrighted material in an online course. 

 The workshop sessions covered the history of the TEACH Act and explained what it allowed and 
what the conditions were. For example, while the TEACH Act makes allowances for the use of some 
copyrighted materials, instructors must adhere to strict guidelines. However, if the guidelines are 
followed, most content can be used online for teaching purposes. It is an empowering piece of 
legislation for online teachers. 



 A large part of the workshop explained why faculty at Western Illinois University were allowed 
to use the TEACH Act based on how the law was written. The criteria included that institution must be 
an accredited, non-profit educational institution, that the use must be part of mediated instructional 
activities, the use must be limited to a specific number of students enrolled in a specific class, and that 
the use must either be for ‘live’ or asynchronous class sessions. Western Illinois University faculty would 
meet all of these requirements.  

The workshop also conveyed that the use must not include the transmission of textbook 
materials, materials typically purchased or acquired by students, or works developed specifically for 
online uses. It was noted to faculty that Western Illinois University had developed and publicized its 
copyright policies. Faculty were reminded to inform students that course content may be covered by 
copyright, and to include a notice of copyright on the online materials. It was also communicated that 
Western Illinois University had implemented some technological measures to ensure compliance with 
these policies, beyond merely assigning a password. 

 Exceptions to what was not covered by the TEACH Act were covered as well. This included 
electronic reserves, course packs (electronic or paper) or interlibrary loan (ILL). Although in these cases, 
the Georgia State University copyright lawsuit resulted in a lot of leeway for universities to use 
copyrighted material for educational purposes.  It was noted that in you can still put material on 
electronic reserve but it must meet strict copyright use guidelines. The workshop noted that commercial 
document delivery is excluded as are textbooks or other digital content provided under license from the 
author, publisher, aggregator, or other entity.   

 The last exception to the TEACH Act was more difficult to explain but was covered. The 
conversion of materials from analog to digital formats, except when the converted material is used 
solely for authorized transmissions and when a digital version of a work is unavailable or protected by 
technological measures, is not allowed. In other words, do not hack a product to make it available to 
students. Taking a VHS tape and making an online version may be illegal. It is best not to do that. 

 The workshop also covered how even with the exemptions from the TEACH Act, most material 
could still be used online. Fair Use provisions were placed in the copyright law to ensure a balance 
between the rights of copyright owners and the public interest particularly for educational purposes.  
Fair Use allows certain people (educators, newspaper opinion writers, critics) the ability to use 
copyrighted works without permission when the evaluation of the use is considered "fair." This is where 
things get a bit tricky, however.  The lawmakers who created the copyright law and provisions wanted to 
ensure that the law would remain stable over time.  Therefore, they created a set of fair use guidelines 
rather than a set of clearly spelled out rules.  Educators who wish to claim "fair use" should be fully 
aware of the guidelines and stay alert to changes in the interpretation of the copyright law. Or, in the 
case of Western Illinois University, avail themselves of the guidance of librarians and the university 
attorney. 

 The workshop covered the four factors of fair use. This included 1. What is the purpose and 
character?  Is the purpose educational?  If you are creating a new work based on someone else's 
original, is it sufficiently transformative to be considered new? 2. What is the nature of the copyrighted 
work? Is it a published work?  Is it fact-based or fiction?  Is the work out of print? 3. What is the amount 
Used?  How much of the original work was used?  Or if the whole was used, was it necessary for the 



educational purpose? 4. What is the market effect? No matter the amount, is there likely to be a felt 
harm for the market or potential value of the original work? 

 One key point covered in the workshop was that copyright holders do not get to decide the fair 
use policies of their works. This is set by federal law. A faculty member does not need the permission of 
the copyright to take advantage of fair use. They do not need to notify the copyright holder if they are 
using a copyrighted work in a legal fair use manner. The author’s past experience from contact with 
many copyright holders is that feel anything they own must be paid for to use in a course, physical or 
online. They will try and make the faculty member believe that fair use does not apply even when it 
clearly does. As such, if a faculty member can make fair use off a copyrighted item, they should just 
move on and use it and not communicate with the copyright holder. When in doubt if something was 
covered by the TEACH Act of covered by fair use, the faculty in the workshops were encouraged to seek 
copyright assistance from campus resources. 

 Finally, what constituted the public domain was covered. Key points included the public domain 
is free to use as you like! It was noted that anything published before 1925 in 2020 is in the public 
domain. That changes every January 1st. It will be before 1926 in 2021 and so forth going forward. It was 
communicated that US Federal Documents are in the public domain. However, state and most foreign 
government documents are not. Caution is needed in those cases. Also, anything the author places in 
the public domain is in the public domain. Look for Creative Commons licenses. Some specify that the 
work is public domain. Also, copyright is automatic. Do not assume it is public domain just because there 
is no copyright notice attached. 

 The reception of faculty at Western Illinois University to the TEACH Act workshops were 
universally positive. Many expressed their delight that they were able to use everything they had used in 
a physical course in online education. Further, many discovered that material they had previously never 
used in a physical course due to copyright concerns was allowed and they could actually use more 
copyrighted material in on campus courses. 

 Suggestions from faculty were that the library provide more of these workshops. They also 
asked that the workshop material be covered in new faculty and new graduate student orientations. 
Faculty also believed that this workshop should be offered at departmental meetings around campus. In 
any case, these workshops will continue to be offered in a variety of formats around campus including 
online formats and the library will continue to take leadership in this educational endeavor.  

 

Conclusions 

 The Coronavirus pandemic of 2020 caught many universities including Western Illinois 
University off guard and required a quick change of courses to an online education format. However, 
many faculty members did not know what was allowed legally in regards to placing copyrighted material 
online for course purposes. The TEACH Act of 2002 was passed into American Federal law to give 
educators guidance for the use of copyrighted material in online courses. It gives broad leeway to a 
variety of uses and protects educators from copyright holders who do not want their work used without 
compensation even if the work is clearly allowed under previous provision of copyright exemption under 



fair use. It is important that this information be conveyed to faculty who are teaching online courses so 
that they can take full advantage of what is allowed under copyright law for teaching purposes. 

 The workshops for faculty at Western Illinois University on the TEACH Act were highly 
successful. They were well received by faculty. Many of the participants were delighted to learn about 
all the uses that they could make of copyrighted material in their courses legally. They recommended 
more of this kind of education in the future.  As the literature review demonstrates, this is not a new 
topic. However, it is just as important now as it was when the TEACH Act was first passed in 2002. What 
was done at Western Illinois University on TEACH Act and copyright education for online education can 
be used as a model at other institutions. 
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Introduction 

 Over the last several decades, copyright and intellectual property laws have become more 
complicated. Legislation such as the TEACH Act of 2002, the Digital Millennium Copyright Act (DMCA), 
extensions to the time period of the public domain, fair use, and other related issues can be confusing 
for librarians and library staff.  Some currently existing high-quality resources that already exist will be 
highlighted to steer library staff to so they can educate themselves. This paper will explore options for 
using currently existing MOOC courses from the following providers: FutureLearn, Coursera, and edX. It 
will include an overview of the platforms, what to expect from each provider, and provide a listing of 
current courses that were available when this paper was written in November, 2020. A definition of a 
Massive Open Online Courses (MOOCs) will be introduced here as well. 

 In 2002, the United States Congress passed and the President of the Unite States of America 
signed into law the TEACH Act. This stood for the Technology, Education and Copyright Harmonization 
Act of 2002 and it was part of Public Law 107-273. This act clarifies what compliance measures must be 
implemented with regard to distance education and copyright. It allows teachers and students of 
accredited, nonprofit educational institutions to transmit performances and displays of copyrighted 
works as part of a course if certain conditions are met. In cases where these conditions are not met, 
educators are still able to qualify under another exception, such as fair use or the de minimis rule. This 
also have the option of getting the permission of the copyright holder as a last resort before replacing 
these instructional materials with other materials which could be permissibly used for free under the 
applicable laws. 

 The Digital Millennium Copyright Act (DMCA) is a 1998 United States copyright law. Wikipedia 
contributors (2020) wrote, “It implements two 1996 treaties of the World Intellectual Property 



Organization (WIPO). It was passed on October 12, 1998, by the vote in the United States Senate and 
signed into law by President Bill Clinton on October 28, 1998. The DMCA amended Title 17 of the United 
States Code to extend the reach of copyright while also limiting the liability of the providers of online 
services for copyright infringement by their users. It criminalizes production and dissemination of 
technology, devices, or services intended to circumvent measures that control access to copyrighted 
works (commonly known as digital rights management or DRM). It also criminalizes the act of 
circumventing an access control, whether or not there is actual infringement of copyright itself. In 
addition, the DMCA heightens the penalties for copyright infringement on the Internet.” 

   Fair Use provisions were placed in the copyright law to ensure a balance between the rights of 
copyright owners and the public interest particularly for educational purposes.  Fair Use allows certain 
people (educators, newspaper opinion writers, critics) the ability to use copyrighted works without 
permission when the evaluation of the use is considered fair. This is where things get a bit tricky, 
however.  The lawmakers who created the copyright law and provisions wanted to ensure that the law 
would remain stable over time.  Therefore, they created a set of fair use guidelines rather than a set of 
clearly spelled out rules.  Educators (including librarians) who wish to claim fair use should be fully 
aware of the guidelines and stay alert to changes in the interpretation of the copyright law.  

 There are four factors of fair use. These include 1. What is the purpose and character? Is the 
purpose educational?  If you are creating a new work based on someone else's original, is it sufficiently 
transformative to be considered new? 2. What is the nature of the copyrighted work? Is it a published 
work?  Is it fact-based or fiction?  Is the work out of print? 3. What is the amount Used? -How much of 
the original work was used?  Or if the whole was used, was it necessary for the educational purpose? 4. 
What is the market effect? No matter the amount, is there likely to be a felt harm for the market or 
potential value of the original work? 

 One key point to remember is that copyright holders do not get to decide the fair use policies of 
their works. This is set by federal law. You do not need the permission of the copyright to take 
advantage of fair use. They do not need to notify the copyright holder if they are using a copyrighted 
work in a legal fair use manner. The author’s past experience from contact with many copyright holders 
is that feel anything they own must be paid for to use in a course, physical or online. They will try and 
make librarians believe that fair use does not apply even when it clearly does. As such, if someone can 
make fair use off a copyrighted item, they should just move on and use it and not communicate with the 
copyright holder. When in doubt, contact legal counsel. 

 For the public domain, the key point is that the public domain is free to use as you like! Anything 
published before 1925 in 2020 is in the public domain. That changes every January 1st. It will be before 
1926 in 2021 and so forth going forward. All US Federal Documents are in the public domain. However, 
state and most foreign government documents are not. Caution is needed in those cases. Also, anything 
the author places in the public domain is in the public domain. Look for Creative Commons licenses. 
Some specify that the work is public domain. Also, copyright is automatic. Do not assume it is public 
domain just because there is no copyright notice attached. 

 As noted, a MOOC is a Massive Open Online Course. Kaplan and Haenlein (2016) noted, “A 
MOOC is an open-access online course (i.e., without specific participation restrictions) that allows for 
unlimited (massive) participation. Many MOOCs provide inter-active elements to encourage interactions 
among students and between students and the teaching staff, although the latter is not a defining 



requirement.” (p. 443).  The authors further noted, “In addition to being unlimited in size, traditionally 
include students who are separated both by space and by time, enabling students to learn 
independently at their own pace without the requirement to stick to a specific schedule.” (p. 443). 

 The changing needs of libraries to provide resources (including copyright instruction) for 
distance education has been known since the late 20th Century. Lorenzen (1998) foreshadowed much of 
the need for additional resources early for distance education (and libraries) to be successful. The 
author wrote, “Perhaps more than any other field, distance education has been remade with the advent 
of the Internet and the Web. Once entirely in the domain of correspondence courses, distance 
education is now the trend in education, with institutions at all levels providing instruction to remote 
and local users through the use of computers and the Web. The Internet has made it possible for 
teachers to provide their instruction to mass audiences at the same time an institution makes university 
information and resources available to paying students online.” (p. 342). 

  

Literature Review 

There is little question that library staff need more copyright training. Charbonneau and Priehs 
(2014) studied academic librarians and library staff in the United States about their awareness of various 
copyright policies, partnerships with campus groups to address copyright issues, and training needs. A 
majority of the survey respondents reported that they have answered copyright-related questions in the 
workplace, yet only 49% of the respondents perceived they were prepared to provide copyright 
information to library users. Awareness of various copyright policies among librarians and staff members 
varied, including a reported minimal awareness of the TEACH Act. In addition, survey respondents 
expressed the desire for more copyright-related training. 

 Librarians are often at the forefront in educating faculty on campus about copyright and the 
TEACH Act.  Conlogue and Christianson (2016) noted this and wrote, “Ultimately, copyright education 
increases confidence, saves time in planning, reduces anxiety, and protects both the institution and 
individual. Librarians should proactively advocate for copyright policies and education. Advocating takes 
time, effort, and relationship building, but it can be done. Librarians can educate patrons and help them 
work through more complex issues while bringing copyright to the forefront of institutional awareness. 
Copyright education and guidance provides librarians with an excellent opportunity to raise their 
visibility on campus and develop a valuable niche within their institution and beyond.” (p. 42). 

 Smith and Fowler (2013) noted how the library staff at Duke University where using the MOOC 
platform for copyright education of faculty. They wrote, “The rapid growth of Massively Open Online 
Courses (MOOCs) in higher education has raised the question of what services libraries on campus can, 
and should, provide for these courses. One area in which librarians are frequently the source of advice 
and assistance is in providing copyright education and obtaining permissions to use copyrighted 
material, and there is now a pressing need to address those areas for MOOCs.”  The authors went on to 
describe the creation of a copyright and permissions service for MOOC instructors within the Duke 
University Libraries. Although the service was not free of difficulties, and its success in actually obtaining 
permission for desired uses was uneven, overall the response from faculty was positive, and the libraries 
believed that this service was a fruitful and sensible way for them to support the MOOC phenomenon. 



 Courtney (2013) discussed this as well and how the library staff was helping Harvard instructors 
with MOOC courses and copyright. The author wrote, “Copyright has been front and center in many 
MOOC classes, and many libraries, mine included, have taken a lead in this area. This is where libraries, 
scholarly communication offices, and rights clearance departments have been most active with MOOCs. 
I think this arrives naturally from our patron’s knowledge of the role of libraries and resources.” (p. 514). 

 Yunli (2014) wrote about applying the Duke Library copyright assistance model in China. It was 
noted in the abstract, “The rapid development of MOOC has brought opportunities and challenges to 
the libraries of University. MOOC has higher requirements for the open access which will lead to a lot of 
copyright licensing issues. What services should library provide for the MOOC instructors? The paper 
introduces the practice and innovation of copyright licensing services provided by Duke University 
Library for the MOOC instructors, and summarizes the service effect. Finally, the paper hopes make 
some implications for carrying out MOOC copyright service in Chinese Libraries.” 

 Copyright issues impact the world of art when they are used in MOOCs. Art librarians have 
struggled with this when aiding faculty. Deacon and Kalejs (2015) wrote, “The power of MOOCs to reach 
new audiences and expose collections is immense, but copyright issues threaten to limit access to 
contemporary and current works or make such projects economically unviable. However, copyright 
issues can be managed as part of a process of engaging with the collection. Co-operation from artists 
and contributors is key. Within those parameters MOOCs have the power to reach new audiences and 
engage learners with collections on a scale never seen before.” (p. 20.) 

 The copyright role of public libraries in education has been explored as well. Yao (2015) found 
that the public library may be held to direct infringement liabilities as well as indirect infringement 
liabilities. The paper analyzed two legal issues. One was the relationship between library exemption and 
fair use article, and the other one is the concern of permission contracts and fair use system. Yao noted, 
“Our public library should capture opportunities and make MOOC development plans keeping up with 
times according to legislation and jurisdiction changes.” 

 Nilsson (2015) noted the need for law librarians to be copyright educators and have copyright 
education. The author articulated, “The importance of law reformation and the librarian´s role has been 
highlighted during 2014. Several European studies have been made to investigate copyright literacy 
among librarians. These studies have shown lack of knowledge and a need for copyright education in 
Library & Information Science. There are some web resources available, for example the EIFL-course, 
Copyright for Librarians or the MOOC, Copyright for Educators & Librarians as well as national courses in 
LIS education. Librarians have to acquire skills, confidence and legitimacy to work with copyright 
guidance. Librarians need to stay informed and by sharing experiences and embrace these activities in 
our daily routines we can build knowledge and confidence.”   

 In the same vein, Kaushik and Kumar (2017) noted, “In present era, Massive Open Online Course 
(MOOC) becomes hot topic worldwide and affects in all most every discipline, profession and institution 
including libraries.” (p. 21). They studied the concept of Massive Open Online Course (MOOC) and 
looked at various challenges and possible areas in which libraries can assist in the MOOC movement. It 
was found from the study that libraries can assist greatly in developing MOOCs and gear the MOOC 
movement in diverse ways.  



 Other studies have noted a lack of library staff education on copyright as well. Estell and 
Saunders (2016) noted in their paper abstract, “Librarians often act as default copyright experts at their 
institutions and thus must have an awareness of copyright law and practices. Nevertheless, there is little 
in the scholarly literature about how well informed librarians are about copyright law. Through a 
national survey of professional librarians, this study illustrates librarians’ self-perceived familiarity with 
copyright concepts, interests in training, and sources of support for copyright questions. The results will 
be of interest to library directors and library and information science (LIS) faculty and could inform 
curricular decisions in LIS schools and may also be applied to local professional development initiatives 
for librarians.” (p. 214). 

Ravas (2016) discussed how the author had taught semester long on copyright including using 
MOOC resources. The author wrote, “Semester-length copyright classes for undergraduates that cover 
topics of general interest are few and far between.  However, considering the exponential growth of 
digital technologies as well as the amount of available information from year to year, such a class 
becomes increasingly relevant for this demographic.  Over the past several years, this author has taught 
‘one-shot’ library instruction classes and workshops in copyright for undergraduate and graduate 
students across different disciplines such as visual art, media arts, music, theatre, education, and 
business.  One hour, or one and a half hours, for a ‘one-shot session’ was never enough time to cover all 
of the topics relevant to the particular audience.  In order to cover all of the necessary topics to help 
undergraduate students get a better understanding of how copyright law affects them, this author 
decided to offer a semester-length class on copyright with a multidisciplinary approach.” It is presumed 
this holds true for teaching other library patrons as well.   

 Written in Chinese, Pan et al (2018) talked about libraries and MOOCs too. The authors wrote, 
“Widespread popularity of MOOC triggers people's high attention on its copyright. This thesis, based on 
analyzing domestic literature on MOOC copyright studies, mainly summarizes the availability of MOOC 
copyright, main contents covered, relevant stakeholders, protection methods of MOOC copyright as well 
as required support services and responsibilities on the library. Meanwhile, this thesis also provides 
some suggestions on construction and perfection of MOOC copyright.” (p. 182). 

  

MOOC Resources 

 This section will list courses by providers with a description. Unless otherwise noted, the 
descriptions are pulled from the website of the provider and this is the acknowledgment of that usage. 
The three provides covered are FutureLearn, Coursera, and edX. There are other providers but these are 
by far the biggest players as of the writing of this paper. 

FutureLearn: 

FutureLearn is a digital education platform founded in December 2012. The company is jointly owned by 
The Open University and SEEK Ltd.  It is a Massive Open Online Course (MOOC) learning platform, and as 
of June 2020 included 175 UK and international partners, including non-university partners. Courses can 
be audited for fee. Digital upgrades with a variety of upgrade features are available. 

Courses: 



Exploring Copyright: History, Culture, Industry, (International Confederation of Societies of Authors and 
Composers) https://www.futurelearn.com/courses/exploring-copyright, upgrade fee $74. Description - 
Understand the importance of copyright and learn its history, from the Renaissance to the Internet, with 
this free online course. 

Copyright and the Business of Creative Industries, (International Confederation of Societies of Authors 
and Composers) https://www.futurelearn.com/courses/economics-of-copyright, upgrade fee $74. 
Description - Explore the role of copyright in the creative and cultural industries. Spanish version 
available at https://www.futurelearn.com/courses/economics-of-copyright-sp. 

Intellectual Property Management in the Food Sector: Safeguarding Your Trademarks in the Global 
Marketplace, (EIT Food) https://www.futurelearn.com/courses/intellectual-property-management-food, 
upgrade fee $89. Description - Intellectual property is your company’s lifeblood. Learn what you need to 
do to safeguard it. 

Coursera: 

Coursera is an American massive open online course (MOOC) provider founded in 2012 by Stanford 
University's computer science professors Andrew Ng and Daphne Koller that offers massive open online 
courses (MOOC), specializations, degrees, professional and mastertrack courses. Coursera works with 
universities and other organizations to offer online courses, certifications, and degrees in a variety of 
subjects. Courses are free but a certificate upgrade is usually $49. 

Courses: 

Intellectual Property Law Specialization – 

Users can take four courses to get this additional certification. Subscribers are charged a monthly fee 
until all the coursework is completed. It is from the University of Pennsylvania. Description - Through the 
courses in this specialization, you will learn the differences between the various forms of U.S. 
intellectual property rights, including patents, copyrights, and trademarks, and their various applications 
to human innovations. Drawing from that knowledge, you will then work to develop a trademark 
strategy for a company, analyze a patent document, and address a copyright cease-and-desist request. 
After completing these hands-on projects, you will have the necessary framework to craft integrated 
intellectual property strategies tailored to an organization’s core business goals. 

Introduction to Intellectual Property, (University of 
Pennsylvania), https://www.coursera.org/learn/introduction-intellectual-property, part of above 
specialization. Description - This course will introduce the various types of U.S. intellectual property: 
patents, which cover inventions and process innovations; copyright, which protects original works of 
authorship; and trademarks, which protect a business’ commercial identity as the source of valuable 
goods and services. You will then explore case studies of how global businesses have used intellectual 
property law to generate enormous value from these intangible assets. 

Copyright Law, (University of Pennsylvania), https://www.coursera.org/learn/copyright-law, part of 
above specialization. Description - Copyright law is unique in the greater intellectual property regime, as 
it protects original expression that is fixed in a tangible medium and is the product of authorship.  This 
course is designed for creative professionals — such as screenwriters, musicians, documentary 
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filmmakers or artists — who want to understand the scope and limits of which works can enjoy U.S. 
copyright protection. The course will introduce students to the workings of copyright law through an 
examination of the system’s basic principles, rules, and institutions. Topics will include; the justifications 
for copyright law, copyrightable subject matter, authorship, the nature and scope of copyright’s 
exclusive rights, fair use, and remedies for infringement. 

Trademark Law, (University of Pennsylvania), https://www.coursera.org/learn/trademark-law, part of 
above specialization. Description - This course examines the fundamentals of U.S. trademark law and the 
ways in which the manufacturers of various products and services can establish and protect their 
identities and the identities of their products in the marketplace.  We will explore the purpose of 
trademark law, identify the different types of trademarks, including names, designs, logos, and trade 
dress, and explore strategies for choosing and protecting strong, potentially valuable trademarks. We 
will also discuss strategies for strengthening descriptive marks, and lay out the steps for filing for federal 
trademark protection. Finally, we will address how to design an ongoing maintenance strategy to 
protect, extend, and maximize the value of trademarks, and discuss strategies for responding to possible 
trademark infringement. 

Patent Law, (University of Pennsylvania), https://www.coursera.org/learn/patents. part of above 
specialization. Description - This course begins with an examination of the fundamental justifications for 
and creation of U.S. patent rights as well as the relationship between patent law and other “intellectual 
property” concepts. We will then delve into the details of the U.S. requirements for patentability, and 
explore the scope of patent rights, again considering how the policies expressed reflect the justifications 
for patent rights. Then we will look at an actual patent document and analyze the different pieces of an 
issued patent with a special focus on the importance of patent claims. Finally, we will explore strategies 
for dealing with patent infringement. 

Copyright for Educators & Librarians, (Duke University, Emory University, The University of North 
Carolina at Chapel Hill), https://www.coursera.org/learn/copyright-for-education, upgrade fee $49. 
Description - Fear and uncertainty about copyright law often plagues educators and sometimes prevents 
creative teaching.  This course is a professional development opportunity designed to provide a basic 
introduction to US copyright law and to empower teachers and librarians at all grade levels. Course 
participants will discover that the law is designed to help educators and librarians. 

Copyright for Multimedia, (Duke University, Emory University, The University of North Carolina at Chapel 
Hill), https://www.coursera.org/learn/copyright-for-multimedia, upgrade for $49. Description - 
Copyright questions about different formats (data, images, music and video) can be especially difficult.  
Sometimes the law specifically distinguishes between these different formats, and in most cases there 
are media-specific considerations that impact a copyright analysis.  In this course we will look at four 
different media, paying special attention to the unique issues for each one and the kinds of information 
that is important when making copyright decisions for each type of material.  We will work through fair 
use issues for each multimedia format, look at format-specific exceptions in the law, and consider 
unique issues for seeking permission for film, music, images and data. At the end of this course, 
participants will have a deeper understanding of how to apply our framework for making copyright 
decisions, and will be more comfortable with assessing multimedia issues.  They will have gained more 
and more diverse experience for considering fair use. 
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Protecting Business Innovations via Copyright, (The Hong Kong University of Science and 
Technology), https://www.coursera.org/learn/protect-business-innovations-copyright, upgrade for $49. 
Description - This course provides learners with an understanding of Copyright law and how it can be 
used to protect business innovation. The course focus is on protecting innovations with copyright as one 
of several tools that can be used by companies and individuals to protect creative innovations.  In 
additional to learning about how copyright works in theory, we will also discuss situations in which 
copyright might not be effective in protecting innovations, and will focus on the legal issues involved 
from a practical business perspective rather than from a purely legal viewpoint.   

Copyright Law in the Music Business, (Berklee College of 
Music), https://www.coursera.org/learn/copyright-law-music-business, upgrade for $49. Description - In 
this course taught by E. Michael Harrington, students will learn the basis for copyright including what is 
and is not covered by copyright law. This course will help clarify what rights artists have as creators as 
well as what the public is free to take from their work. Students will also learn what to do if someone 
copies their work and what to do if they are accused of copying someone else. Finally, the course will 
discuss how technology has changed copyright for the better (and worse) and how copyright laws may 
change in the coming years. 

Patenting in Biotechnology, (Technical University of Denmark, Copenhagen Business 
School), https://www.coursera.org/learn/patenting-bio-ipr, upgrade for $49. Description - The course 
will be divided in 7 sessions, and at the end of the course, you should be able to:-describe the different 
types of IPR,  explain the conditions of patentability for an invention, describe the various stages 
involved in a patent application, search and retrieve patent information from databases, read and 
understand a patent, write claims related to biotechnology, and understand and explain the concept of 
Freedom To Operate. 

Intellectual Property in the Healthcare Industry, (University of 
Pennsylvania), https://www.coursera.org/learn/intellectual-property-healthcare-industry, subscription 
required in the Healthcare Law specialization at https://www.coursera.org/specializations/healthcare-
law. Description - This course begins with an overview of general intellectual property law in the United 
States, then examines how the policy choices behind those laws shapes the behavior of major players in 
the healthcare industry. We will examine how patents and trademarks shape the behavior of 
pharmaceutical companies, and how complex issues involving medical research in university settings, 
and ownership of genetic information and material, are resolved by intellectual property laws. The 
course concludes with in-depth case studies of an international pharmaceutical company, a major 
medical device company, and a start-up in the emerging DNA-testing industry. 

Protecting Business Innovations via Patent (The Hong Kong University of Science and 
Technology), https://www.coursera.org/learn/protect-business-innovations-patent, upgrade for $49. 
Description - This course assumes no prior knowledge in law, business or engineering.  However, 
students with backgrounds in all three areas will find useful concepts or ideas in the course on how to 
protect business innovations using patents.  The approach taken in this course is practical and 
commercial rather than theoretical. A combination of lectures and case studies help to illustrate the 
concepts and make the course more interesting.  After completing this course, students should be able 
to understand how patents are issued and protect innovations, including: What is a patent? What do 
they protect? How do we get a patent? Where are patents valid? How much do they cost?  
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Protecting Business Innovations via Trademark, (The Hong Kong University of Science and 
Technology), https://www.coursera.org/learn/protect-business-innovations-trademark, upgrade for 
$49. Description - This course provides learners with an understanding of how trademark laws can be 
used to protect business innovation using a combination of lectures and case examples for discussion.  
The course focus on protecting innovations with Trademark as one of several tools that can be used by 
companies to protect their brands and products.  In additional to learning about how trademark law 
works in theory, we will also discuss situations in which trademark might not be effective in protecting 
innovations, and will focus on the legal issues involved from a practical business perspective rather than 
from a purely legal viewpoint.  This course is one part of a four course series focusing on protection of 
business innovations using copyright, patent, trademark and strategy, and these four courses may be 
taken in any order that is most beneficial to students interested in learning about protecting innovation. 

edX: 

edX is an American massive open online course (MOOC) provider created by Harvard and MIT. It hosts 
online university-level courses in a wide range of disciplines to a worldwide student body, including 
some courses at no charge. It also conducts research into learning based on how people use its 
platform. edX is a nonprofit organization and runs on the free Open edX open-source software platform. 
More than 150 schools, nonprofit organizations, and corporations offer or plan to offer courses on the 
edX website. edX has around 33 million students taking more than 3,000 courses online. edX also has 
over 6,000 instructors on the platform with a presence of 196 countries represented worldwide. Courses 
are free to take but certificate costs vary.  

Courses: 

Intellectual Property Law and Policy: Part 1, (PennX), https://www.edx.org/course/intellectual-property-
law-and-policy-part-1, upgrade for $169. Description - Can you really get a patent on a rectangular cell 
phone shape? Do artists and musicians need over a century of copyright protection for their works? Can 
you trademark red shoe soles? These are some of the questions that U.S. Congress and the courts have 
addressed in recent years — and in this IP course, we will, too. Touching on most areas of commercial 
and artistic activity, intellectual property (IP) law is an essential component of modern society. In this 
course, Part 1 of a two-part series, learners will be introduced to a broad overview of the intellectual 
property laws, the theory underpinning this area of law, and an individual look at patent law. 

Intellectual Property Law and Policy: Part 2, (PennX), https://www.edx.org/course/intellectual-property-
law-and-policy-part-2, upgrade for $169. Description - In this course, Part 2 of a two-part series, 
students will explore the modern realities and debates of copyright and trademark laws, and then 
consider alternatives to intellectual property and the future of this exciting area of the law. 

Big Data and Intellectual Property Law and Practice, (TsinghuaX), https://www.edx.org/course/big-data-
and-intellectual-property-law-and-practic, upgrade for $99. Description – (This course is in Chinese) 
Understand how to use and protect intellectual property as it pertains data analytics and practices in 
China. Be prepared for the global competition in the knowledge economy era. 

Intellectual Property Rights: A Management Perspective, 
(IimbX), https://www.edx.org/course/intellectual-property-rights-a-management-perspect, upgrade for 
$149. Description - This course will provide insight on the competitive and strategic advantages of 
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enterprises by using Intellectual Property Rights. You will learn about the different types of 
IntellectualProperty as well as the strategy, valuation and asset management of it. The course also 
includes an array of interviews with leading experts and will help you understand the opinions of Policy 
makers vis-à-vis the gaps experienced by the distinguished patrons, hailing from various facets of the 
field of Intellectual Property. 

 

Conclusions 

 As evidenced by the literature review, multiple authors note the need for library staff training in 
copyright and intellectual property legal issues to properly assist patrons. These include Charbonneau 
and Priehs (2014), Nilsson (2015), Yao (2015), Conlogue and Christianson (2016), and Estell and 
Saunders (2016).  Many of the general copyright articles cited dealing with MOOCs discuss the library 
role. 

 Fortunately for librarian and library staff, numerous courses exist in Massive Open Online 
Courses for these individuals. This paper presented a descriptive list of current courses offered by 
FutureLearn, Coursera, and edX. Undoubtably, more of these courses will be developed and they will 
continue to provide the library community with copyright and intellectual property education. 
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ABSTRACT 
 

The purpose of this quantitative research is to determine the perceived effectiveness of 

cyberbullying and the personality trait of an individual, and how the former affects the latter and 

vice versa amidst the COVID-19 pandemic. The main purpose of the study is to investigate 

how cyberbullying affects studentsʼ personality type and level of well-being. The 

respondents of this research comprised 45 senior high students of Catholic Filipino Academy 

Homeschool. Specifically, it utilized a descriptive research design. An online 

MBTI personality test and a survey questionnaire which consists of cyberbullying experiences 

and mental health checks were administered to the respondents. Results of the study revealed 

that introverted students are more likely to be victims of cyberbullying and such an event affects 

their overall well-being more than extroverted individuals. Based on these findings, we highly 

recommend that parents and teachers should pay attention to this phenomenon of cyberbullying 

so that they can provide precautionary measures to avoid cyberbullying from happening 

in the future and to minimize the impact that it can cause on young learners. 

 

Keywords: cyberbullying, bullying, introverts, extroverts, personality type, well-being 
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CHAPTER 1: THE PROBLEM AND ITS BACKGROUND 

 

Background of the Study 

 

This research is based on the perceived effects of cyberbullying, personality type and             

level of well-being. The researchers limited the personality type into two, which is introvert and               

extrovert. The survey questionnaire was a structured approach and with the use of MBTI              

personality, they had the major parts covered. The researchers utilized a descriptive design. With              

a respondents size of 45, selected by every 4th person of the list within the grade 11-12 senior                  

high students in the Catholic Filipino Academy Homeschool. This methodology was utilized due             

to the convenience and time allotted for the type of participants and data collected. 

 

The researchers conducted this study with consideration regarding the respondents who           

have experiences with cyberbullying such as optional answers in the survey questionnaire. The             

research study aims to determine the perceived effects of cyberbullying on the personality type              

and level of well-being of grade 11 & 12 senior high school students at the Catholic Filipino                 

Academy Homeschool. 

 

 

Statement of the Problem 

 

           This research aims to determine the effects of cyberbullying on the personality type and 

level of well-being among students at the time of the pandemic. The personality type of the 

students is classified into two: introvert and extrovert. This study was conducted during the first 

semester of the academic year 2020-2021 among senior high school students enrolled in Catholic 

Filipino Academy Homeschool.  

 

Specifically, the researcher seeks to answer the following questions: 

1. Who among the personality types is more likely to be a victim of cyberbullying and the 

perpetrator of cyberbullying at the time of pandemic? 



 

2. How does cyberbullying affect the student’s personality type and level of well-being 

during the pandemic? 

 

 

Scope and Delimitation 

 

This research determines the perceived effects of cyberbullying depending on the           

personality type of an individual. There were two major variables in this research; (1)              

cyberbullying and (2) its effect on the mental health and overall well-being of a student with a                 

certain personality trait. The scope of the study focuses on senior high students who were               

randomly selected and were delimited to students who were currently enrolled in Catholic             

Filipino Academy Homeschool. The respondents of this research were senior high students from             

Grade 11 and 12. A personality test available online will be taken by the students to identify                 

whether they are an introvert or extrovert. Online surveying was conducted instead of             

face-to-face survey. The data collected will help the researchers analyze how students with             

different personality types perceive the effects of cyberbullying, which further gives them a clear              

and detailed data of which students of a certain personality type were affected the most by                

cyberbullying. 

 

Significance of the Study 

 

This study showcases the effect of cyberbullying on the student’s personality type and             

level of well-being during the pandemic. This study will benefit parents to teach their children               

about the awareness of cyberbullying and its effects on mental health. This study can also benefit                

other schools, either local, regional or international, as it gives awareness about the effects of               

cyberbullying on students and for them to strengthen their policies in avoiding cyberbullying.             

With their knowledge and influence, this will help the students to become more aware and               

responsible when it comes to social media. For future researchers, this study can be their               

reference if their study is linked to this. Future researchers can also continue to develop and                

improve the study in order to determine the potential occurrence of cyberbullying on personality              

type and mental health. 



 

 

Hypotheses and Assumptions 

 

● There is a perceived effect between cyberbullying and its effect on a student's personality 

type and level of well-being at the time of the pandemic. 

 

The research assumes that personality type can be a factor for cyberbullying. For 

instance, more extroverted individuals may have a higher chance of being perpetrators of 

cyberbullying. Furthermore, introverts who are reserved and quiet are more likely to be victims 

of cyberbullying. Also, this research assumes that the use of social media during the pandemic 

could be the cause of the increase in cyberbullying. Senior high school students have more 

leisure time to go through social media during their free time. They could be affected by the 

isolation and stress of the quarantine due to the pandemic. Thus, hostility towards others in social 

media might increase along with self-defensive and harmful behaviours. As well as the feeling of 

boredom, loneliness, and those who seek attention may engage in cyberbullying. 

 

Definition of Terms 

 

This section provides conceptual definitions of terms used in this study. 

 

1. Cyberbullying: Refers to a version of bullying perpetrated through information and           

communication technology channels such as the internet, emails, mobile phones, and the            

latest social media platforms like Facebook (Kowalski et al., 2008). It is also defined as               

online exchanges to harm the recipient (Faucher et al., 2014). Lastly, it is the strategic               

behavior of an individual to dominate another individual or a group of individuals             

(Olthof, 2011).  

2. Personality Type: This refers to the psychological classification of different types of            

individuals. (ex. Introvert, extrovert) 

3. Level of Well-Being: This refers to the state of being comfortable, healthy, and happy              

(Oxford English Dictionary) and relates to how people feel and how they function, both              



 

on a personal and a social level, and how they evaluate their lives as a whole (New                 

Economics Foundation). 

4. Pandemic: It refers to an outbreak of the disease over a whole country or the world. 

5. Introvert: It refers to an individual who is quiet and reserved. 

6. Extrovert: It refers to an individual who is outgoing and expressive. 

7. MBTI personality test: (Myers-Briggs Type Indicator) is an introspective self-report          

questionnaire indicating differing psychological preferences in how people perceive the          

world and make decisions. The test attempts to assign four categories: introversion or             

extraversion, sensing or intuition, thinking or feeling, judging or perceiving. 

8. MBTI Personality types: These are the possible personality types that can be dictated             

depending on how you answered the MBTI Test. These personality type dictations are             

categorized and have each of their own explanation and definition of the personality type.              

The label goes from left to right, these are abbreviations of a word which also explains a                 

personality in the general form. The abbreviations are I- Introvert, S-Sensing,           

T-Thinking, J-Judging, F-Feeling, P-Perception, N- Intuition, E-Extrovert /        

Extravert. These are the abbreviations of personalities depending on how you answer the             

situational question, will depict your resulting personality. 

● ISTJ - ISFJ - INFJ - INTJ - ISTP - ISFP - INFP - INTP - ESTP - ESFP -                    

ENFP - ENTP - ESTJ - ESFJ - ENFJ - ENTJ 

 

 
 
 
 
 
 
 

 

 

 

 
 



 

CHAPTER 2: REVIEW OF LITERATURE 

 

This chapter covers the related literature of the study regarding cyberbullying in relation             

to students’ personality type, psychological behavior, and well-being. 

 

The Effect of Personality on Cyberbullying among University Students in Turkey. 

 

Celik, Atak, and Erguzen (2012) investigate and determine the relationship between the            

effects of personality traits and cyberbullying among students in Turkey. The rationale behind             

the research is the same as the purpose of the study. The research questions answered the                

relationship between the personality traits of the students to cyberbullying and how the learning              

environment can emerge the cyberbullying problem in the learning environment of the students.  

 

The framework that they portray is how the personality trait (Extrovertedness,           

Agreeableness, Conscientiousness, Emotional Stability, and Openness) and how they were          

cyberbullied or being cyberbullied. They implemented a sectional research design but the main             

study is the comparative design. They used a correlative survey as the type of survey they will                 

distribute to the participants. They also used a path model to investigate the effects of learning of                 

the students and their personality traits on cyberbullying. The sample of the research is 230               

participants in the computer programming course who are enrolled in the distance learning             

environment and the traditional learning environment. The sampling method used is purposive            

sampling as they are determining the factors that will affect their personality traits in              

cyberbullying. The variables used are cyberbullying and 5 personality traits (extrovertedness,           

emotional stability, conscientiousness, agreeableness, and openness). The findings of the          

research can benefit the framework that they have created. Emotional stability is the most              

connected reason for being cyberbullied. The weakest variable that will connect to being             

cyberbullied is openness because the victim cannot open up to the idea of cyberbullying. Mostly,               

the participants were experienced in being cyberbullied. However, most of the personality types             

that they used are extraversion, as extroverted people tend to be more prone to be bullied. The                 

study limitations are limited to university students particularly computer programming in           

Turkey. The impact of cyberbullying on the personality traits of the students has a big factor as                 



 

they affect both the well being of the student and the personality types in one dependent variable                 

(the personality traits). This research expounds on the factors of cyberbullying particularly in             

personality traits and how the personality trait can act as a factor, as well as for well-being.                 

Although the well-being of the student is not focused on this study, the well-being of the students                 

can be identified through their personality trait.  

 

Cyberbullying and the Influences of Introversion and Extraversion According to the           

Influences of Psychological Type 

 

Mendenhall and Dr. Barnett created a study to find the correlation between cyberbullying             

and the personality types of victims. With the rationale of finding a way to prevent and find the                  

reason behind the cyberbullying. The questions that were brought up for the research are (1)               

cyberbullying with personalities of introvert or extrovert and who may be the victim. (2) What               

type are the victims or bystanders who happened to witness the cyberbullying? (3) Did you try to                 

help or did you end up being quiet about it? The answers to these research questions will help the                   

researchers follow through and get more information for their research. The theory used in the               

study was like Eysenck’s theory, or similar to it, but they used the MBTI personality test to see                  

who was introvert or extrovert. Then they used this information to cover the personality types               

and used a survey questionnaire to see whether they were cyberbullied or they saw a               

cyberbullying on the process. The framework of the study only focused on finding the              

correlation of personality types and cyberbullying, whether the personality type matters or not, as              

well as the effect of being an introvert or extrovert that led them to be cyberbullied. The research                  

methods they used were CBAY & MBTI for personality types and SSPS for statistical viewing               

of results. The major findings included more information about the research study, and             

instruments used to create the whole study as well as the statistics, these contributed well in                

creating the study for this topic as well as identifying who is introverted or extroverted, and                

being used as a reference study to the future researchers. The study was limited or focused on                 

finding the correlation between personality types and cyberbullying, victim or aggressor, both            

are taken in credit to get more information. Study implications are that you should never try to                 

cyberbully or prevent any causes of it and stop them from cyberbullying, cyberbullying can              

create a big problem for the victim and may not be able to get away from the trauma and may                    



 

lead to mental health issues, which can be spread along with the family and relatives of the                 

victim. This review of literature is related to other studies, since their main topic laps over each                 

other, having the same infrastructure of research studies, or focusing mainly on the cyberbullying              

part. Cyberbullying is dangerous in a way that even 9-year-olds are affected by it, a lot of                 

children are playing games and are on social media, and a simple bash would make their heart                 

shatter, what if a threat was given to them and made them kill themselves, meaning to say                 

cyberbullying does not affect age, it doesn't matter if you were a teen or a child, cyberbullying                 

can happen to anyone. Indirect or direct cyberbullying is a crime and should not be tolerated. 

 

Relationship Between Personality Factors and Bullying Behaviour of Learners in Ngaka           

Modiri Molema District 

 

Moalusi, M. (2016) aimed at investigating the relationship between personality factors           

and bullying behavior of learners and made comparisons according to gender differences in the              

Ngaka Molema District in the North West Province. Reviewed studies on bullying and             

personality revealed that there is a lack of literature on personality factors of learners and how                

they relate to bullying behavior in South Africa, especially in the North West Province. The               

study attempted to fill this gap by focusing on the relationship between personality factors and               

the bullying behavior of learners. The research questions determined the relationship between            

personality factors (extraversion, neuroticism, and psychoticism) and bullying behavior; and the           

differences between bullying and personality factors (extraversion, neuroticism, and         

psychoticism) according to gender. 

 

Bronfenbrenner's bioecological model was the guiding framework for this study. The           

theoretical perspective(s) of the study include Social Learning Theory which was used to help              

the researcher understand the bullying behavior of learners and Eysenck's personality theory as a              

guide to help in the understanding of how personality factors of learners influence their bullying               

behavior. This was followed by Belsky's differential susceptibility hypothesis which served as a             

guiding theory to understand gender differences in bullying. The research design used was a              

correlation study. Five (5) schools were sampled to participate in the general bullying study by               

the Northwest University. A large sample of 4394 learners participated in the general bullying              



 

study by the psychology department of Northwest University. Learners from Grade 8 to Grade              

12 participated in the study by completing the bullying questionnaire (BQPM) and the EPQ-R. A               

total of 234 participants were included in this study. Participant's ages ranged from 18-23 years               

old. The independent variables are personality factors (i.e., psychoticism, extraversion, and           

neuroticism) and gender. The dependent variable is bullying behavior. The results of the study              

showed that learners with high psychoticism, neuroticism, and extraversion scores scored high            

on bullying behavior, with male learners scoring high in psychoticism and extraversion, and             

female learners scoring high in neuroticism. Reviewed studies on personality factors and            

bullying behavior indicated a gap in the literature on these factors in South Africa. The study                

shows that bullying perpetration (verbal, physical, and indirect) is associated with psychoticism.            

Furthermore, a correlation was observed in the current study for verbal bullying (victimization)             

and neuroticism, but not for other types of bullying victimization. Moreover, the study revealed              

gender differences in bullying behavior and personality factors. 

 

Experiences of Bullying in Relation to the Psychological Functioning of Young Adults: An             

Exploratory Study. 

 

In this study, Bhuyan and Manjula (2017) focused on determining how bullying            

experiences can affect the psychological functioning of young adults in an Indian setting. The              

rationale of this research is to help us comprehend the phenomena of bullying. It also seeks to                 

find the answer as to how bullying affects a young adult’s development, self-perception, and              

overall psychological functioning. Once we fully understand why such an incident happens, we             

can provide platforms and take measures that can counter the effects of bullying and reduce the                

occurrence of such experience as much as possible. 

 

The framework of the study consists of a comprehensive evaluation of the variables (the              

effects of bullying and the psychological functioning of young adults) and a thorough             

examination of the gender differences of the respondents. A sociodemographic sheet was used to              

record demographic data of the students, such as their age, gender, living environment, religion,              

as well as their satisfaction with their friends. The Retrospective Bullying Questionnaire was also              

utilized to gather information about the bullying experiences of the students. The researchers             



 

chose young adults that were currently studying in colleges in Bengaluru to participate in this               

experiment. The participants consisted of 180 females and 130 males, which is 311 participants              

in total, and the mean age of the students was 21-29 years. They were also asked if they were                   

fluent in English. After gathering all the data of the participants, the results showed that there has                 

been an increasing number of young adults being bullies, as well as being victims of bullying.                

The reported incident was higher for males than for females. The findings also revealed that               

depression and antisocial behavior were the most common traits that the victims have acquired              

because of bullying. Male students reported higher experiences of borderline anxiety syndrome            

and somatic complaints such as headache, palpitations, and other aches than females. Female             

students, however, have experienced more unipolar depressive episodes and had more clinical            

levels of ADHD compared to males. These results prove that bullying does have a significant               

impact on the psychological functioning of young adults and these consequences can be             

long-term, meaning that these mental health issues can stay with the victim for a long period,                

even if they were no longer a victim of cyberbullying. This can greatly affect the life of the                  

students, especially on their emotional development, self-perception, relationship style, and          

friendship quality. However, since the researchers relied on the retrospective recalling of            

bullying experiences, the results might not be completely reliable since there is a possibility that               

the recall of events of the students may be inaccurate. The study was also limited to the Indian                  

setting only, therefore, it may not follow the trends of the results of bullying experiences from                

other places. 

 

The Moderating Role of Emotional Intelligence Between PEN Personality Factors and           

Cyberbullying in a Student Population  

 

Ojedokun and Idemudia (2013) investigated the role of emotional intelligence in the            

relationship between PEN (psychoticism, extroversion, and neuroticism) personality factors and          

cyberbullying among adolescents and the youth. The rationale behind the research is that there              

are a few studies that focus on the personality traits of cyberbullies. The researchers attempted to                

fill the gap of knowledge for future studies.  

 



 

The study utilized Eysenck's Personality Theory and General Learning Theory to           

understand the development of anti-social behaviors and the development of a delinquent. The             

researchers recruited three-hundred ninety-six (396) students from different faculties and          

disciplines in South-western Nigeria. These respondents were at least 18-27 years old. The study              

utilized the Revised Eysenck Personality Questionnaire (REPQ), Wong and Law Emotional           

Intelligence Scale(WLEI), and Cyberbullying Scale (CBS). In their findings, the researchers           

found out that emotional intelligence regulates the association of PEN personality factors and             

cyberbullying. The study also found out that perpetrators of cyberbullying have high levels of              

psychoticism, extroversion, and neuroticism. The findings also revealed that age has no            

relationship with cyberbullying and males are more likely to be victims of cyberbullying than              

women. However, the study fails to focus on gender and the lifestyle of students at home.                

Furthermore, the study is limited to students in Nigeria and the CBS scale only measures               

self-reports. Thus, this affects the common variance method and the study.  

 

The Perception of Cyberbullying and Cybervictimization by University Students in Terms of            

their Personality Factors 

 

According to Ozden and Icellioglu (2014), many university students in Istanbul are not             

aware of their actions on online platforms and how their actions may negatively affect the people                

they interact with. In their findings, they discovered that being a cyberbully, perpetrator or victim               

was related to psychoticism. Also, the genders of the students show how they perceive the               

actions of others in online platforms whether the actions done were acceptable or not. The male                

students included in the sample group perceived the cyberbullying actions as harmless while the              

female students had the opposite perception. Moreover, male students were more likely to             

manifest cyberbullying practices than their female counterparts. Their findings showcased the           

need to monitor and observe the actions of others since there is a growing population of people                 

who engage daily in different social media platforms. Furthermore, in monitoring the youth, law              

sector, apps, and other forms of online platforms can ensure the security and safeness of the                

people. Although the sample group of the study was small, the researchers did not shed light                

upon the problem of cyberbullying and its effects to the victims. With this in mind, it raises the                  

fundamental question of the study of whether the students were aware of the repercussions of the                



 

actions of others and if there is a correlation of one’s personality on their experience of being a                  

cyberbullying victim or perpetrator. In conclusion, their study was both pleasant and poor.             

Pleasant in the sense that it decreases the gap between the study if one’s personality affects one’s                 

perception of the actions of others and that it opens a new topic on whether people are aware of                   

their actions especially online.  

 

Theoretical Framework 

 

The theories that were used are Eysenck's Personality Theory and Bronfenbrenner’s 

Ecological Systems Theory.  

 

A. Eysenck’s Personality Theory 

This theory by Hans Eysenck (1952, 1967, 1982) aims to provide a better understanding              

of an individual’s attitude and behavior and makes sense of why a person reacts towards certain                

situations or stimuli that they encounter in their daily lives. According to Eysenck, an              

individual’s personality could be either an introvert or extrovert, neurotic or stable and psychotic              

or normal. The Eysenck Personality Theory Model is a large diagram that consists of every               

personality and what certain traits or characteristics fall under a specific personality. This theory              

is also reliable since it takes both nature and nurture into consideration. Eysenck believed that the                

environmental influences around us and how we were conditioned during our childhood is what              

makes our personality. 

 

Since the present study seeks to determine the relationship between cyberbullying and            

personality type, this theory will be of great significance to the research as it helps us to identify                  

and understand how victims of different personalities handle the situation, and which personality             

type is more prone to cyberbullying.  

 

B. Bronfenbrenner’s Ecological Systems Theory 

Une Bronfenbrenner proposed the Ecological Systems Theory to show how the           

influences of the surrounding environment and how it interacts with an individual is one major               

factor in a child’s growth and development. According to Bronfenbrenner, there are five levels of               



 

external influence and those are; (1) microsystem or the immediate environment; (2) mesosystem             

or the connections; (3) exosystem or the indirect environment; (4) macrosystem or the social and               

cultural values; and lastly, (5) chronosystem or the system that changes over time.  

 

1. Microsystem 

This is the immediate environment a child lives in and it contains the family,              

friends, classmates, and the community that surrounds the child. The behavior and the             

way the child will treat other people in the early stages of their life is influenced by these                  

people. 

 

2. Mesosystem 

The mesosystem refers to the connections between the child’s different groups           

that they belong in. It is the relationship between their parents and friends, family and               

community, and many more. According to Bronfenbrenner, if the relationship between           

the two groups is healthy, the child is more likely to develop a positive attitude and                

behavior. However, if the relationship between the groups is poor, then the child will              

gain negative emotions leading to a negative development.  

 

3. Exosystem 

The exosystem is an environment where the child is not directly involved in, yet,              

they can still be influenced by this setting in either a positive or negative way. Some                

examples are the workplace of the child’s parents and their neighborhood.  

 

4. Macrosystem 

This environment pertains to the cultural beliefs and values of the child, as well as               

the political and economic system that surrounds them. These influences have a huge             

impact on a child’s way of thinking and living.  

 

5. Chronosystem 

The chronosystem refers to the different circumstances that a child experiences           

which can change over time. A few examples are the child’s address, the changes in 



 

society, separation of the parents, etc. This too, can either have a positive or negative               

impact on the child. 

 

Bronfenbrenner’s Ecological Systems Theory helps the researchers to understand how the           

surrounding environment of a child affects their personality and development. Taking these into             

consideration gives a broader understanding of why the aggressor of cyberbullying acts a certain              

way.  

 

Conceptual Framework 

 

This shows a paradigm of the study which illustrates the predictor and criterion variables              

of the research topic. 

 

 



 

Figure 1. Paradigm model of perceived effects between personality types and cyberbullying and 

the mental health issues of SHS Students during the Pandemic. 

 

The paradigm of the conceptual framework shows the relation of the research topic by              

using a predictor and criterion. The predictor consists of theories that identify cyberbullying and              

an individual’s personality. The criterion, on the other hand, shows the results of the causes of                

the predictor variables, such as the effects of cyberbullying to one’s personality type and mental               

well-being. This framework will identify the perceived effects of cyberbullying on a student's             

personality type and level of well-being, respectively. 

 

 

  



 

CHAPTER 3: METHODOLOGY 

 

Research Design 

 

This study employed the MBTI personality test and a structured questionnaire approach            

in conducting the research. Specifically, it utilized a descriptive research design. None of the              

variables would be manipulated, for the principal purpose of the study was to determine the               

perceived effects of cyberbullying on studentsʼ personality type and level of well-being.            

Additionally, the study examines the relationships between cyberbullying, personality type, and           

level of well-being among senior high school students at the time of the pandemic.  

 

Participants of the Study 

 

The number of participants included in this study were forty-five (45) senior high school              

students from grade 11 and 12 in Catholic Filipino Academy Homeschool. Catholic Filipino             

Academy Homeschool, or better known as CFAH, is an online institution that provides             

homeschooling programs from preschool to senior high school. Out of the 215 senior high school               

students in CFAH, a total of forty-five (45) students were included and selected through the               

systematic and simple random method of sampling by choosing every 4th student in a list of                

grade 11 and 12 students. 

 

Instruments 

 

The researchers used a structured online questionnaire and an MBTI personality test to             

complete the data; planned the methods for picking respondents, questionnaire contents, and a             

set of questions to gather specific data. The data collection consisted of 2-parts: 

(1) survey  

(2) an MBTI personality test 

 

The researchers used two separate surveys for the last test to segregate the survey              

questionnaires and categorize them according to their answers to tally them. 



 

 

Validation Procedure 

 

To establish the validity and reliability of the instruments to be used, the researchers had               

the survey questionnaires approved by the research adviser and two experts. The researchers also              

created a pre-survey to test out the questionnaires. The first survey will also conduct if the                

sample is a victim of cyberbullying or not. The second survey will provide an online personality                

test to the participants who are victims of cyberbullying to test the relationship between              

personality type and the effects. There will also be another survey for the victims and               

non-victims to determine the effects of their well-being on the effects of cyberbullying.  

 

Data Gathering Procedure 

 

In obtaining the required data, online survey questionnaires would be distributed to the             

CFAH students to determine whether the respondent has been a victim of cyberbullying. The              

researchers also inquired about the respondent’s MBTI personality trait results using an online             

personality test. Google forms were utilized for the questionnaire and were sent to the              

respondents via social media platforms. (Discord, Facebook, Instagram, etc…) 

 

 

A. Demographic profile 

Grade 



 

 

Fig. 1.  Pie chart of the Grade level of the students 

 

Based on the pie chart above, the grade ranges from Grade 11 and Grade              

12. The majority of the respondents included Grade 12 which had 25 respondents             

while Grade 11 had 20 respondents. From the figure above it can be inferred that               

the data given was heavily influenced by the number of grade 12 respondents             

present in the survey. 

 

 

Strand 

 

Fig. 2- Pie chart of the Strand of the students 



 

 

Based on the pie chart above, it shows the strand of the SHS students in               

CFA. The majority of the students included in the survey were from the STEM              

strand which had 18 respondents, next was HUMSS which had 11 respondents.            

The same number of respondents were from ABM and from the Arts & Design              

which had 8 respondents. 

 

Gender 

 

Fig. 3- Pie Chart Representing Gender of the Student 

 

Based on the graph, the gender of the respondents ranged from male to             

female and those who did not want to disclose their gender. The majority of the               

respondents were female which had 28 respondents. The male had 14           

respondents, while those who preferred not to disclose their gender had 3            

respondents. 

 

Age 



 

 

Fig. 4- Graph Representing Age of the Student 

 

Based on the graph above, the ages of the respondents ranged from 15-24             

years old. The majority of the respondents were seventeen years old (17) with             

over 18 students. Followed by 11 respondents who were aged 18, and 9 were aged               

16. The groups of those aged 15 and 24 each had 1 respondent. Those who were                

19 years old had 3 respondents; and 20 years old had 2 respondents. 

 

 

 

 

 

 

 

 

Identification of Personality 

Introvert or Extrovert 



 

 

Fig. 5 - Pie Graph of the Personality Types 

 

The figure above shows the personality type of students whether they are            

introverted or extroverted. It determines whether the respondents were affected by           

cyberbullying through their personality type. The majority of respondents were          

introverted with 32 students and the remaining 13 were extroverted. 

 

 

 

 

 

 

 

 

 

 

 

 

MBTI Personality Test Results 



 

Fig. 6 - The Pie chart representing the MBTI personality type of the respondents 

 

 

The chart above shows the percentage of the number of respondents           

corresponding to their MBTI personality type result. 20% (9) respondents had           

INFJ personality types, 17.8% (8) respondents had INFP personality types, 13.3%           

(6) had ISFP Personality types, and ENFP and INTP had similar statistics with a              

total of 8.9% (4) respondents each. The ISTJ, INTJ, and ESFJ had similar             

statistics with 2.2% (1) respondents each. 

 

 

 

No. of Respondents: 45 

Grade levels: 

The number of Grade 11 students who responded were twenty (20) and the number of Grade 12                 

students who responded were twenty-five (25). Hence, the percentage of each grade level is              

indicated below: 

 

Grade 12 - 54.3% 

Grade 11 - 45.7%  

 



 

 

Figure 2. Academic Strands 

 

This figure shows the number of students per academic strand in both Grade 11 and 12 who 

participated in the study. 

 

Personality Type  

 

Table 3. Gender and Personality type 

 

This table shows the number of introverts and extroverts in each personality figure (male;              

female) in Grade 11 and 12. The majority of the respondents were females out of the forty-five                 

(45) students who participated in the study. 

 

 

 

 

 

 

 

STEM 19 

HUMMS 11 

ABM 8 

ARTS & DESIGN 8 

Personality figure Introvert Extrovert 

Male 8 6 

Female 20 7 



 

 

CHAPTER 4: Interpretation of Results and Data Analysis and Interpretation 

 

Likert Scale Analysis and Interpretation 

The table below was used as a tool to measure and determine the majority of the answers from                  

the Likert scale survey. Four choices were used in the questionnaire: Strongly Agree, Agree,              

Disagree, and Strongly Disagree. The Likert scale was used for scaling answers. The majority of               

the answers will be recorded and statistically analyzed. 

 

 

 

Table 1. Mean of Neuroticism/Stability Responses 

Range Verbal interpretation 

4.00 - 3.26 Strongly Agree 

3.25 - 2.51 Agree 

2.50 - 1.75 Disagree 

1.75 - 1.00 Strongly Disagree 

Statement  Average Verbal Interpretation 

1.You are reactive and overly 

emotional when put through 

stressful situations. 

2.80 Agree 

2.You worry about things 

often. 

3.28 Strongly Agree 

3.You frequently experience 

mood swings. 

2.93 Agree 

4.You feel angry and 2.53 Agree 



 

 

 

This table shows that the majority of the respondents agreed with all 4 indicators of a person that 

has high levels of neuroticism.  

 

 

dissatisfied when your desires 

are not fulfilled. 

Descriptor No. of Respondents 

Corresponding 

Point Product 

Strongly Agree 9 4 36 

Agree 19 3 57 

Disagree 16 2 32 

Strongly 

Disagree 1 1 1 

   2.8 

Descriptor No. of Respondents 

Corresponding 

Point Product 

Strongly Agree 19 4 76 

Agree 20 3 60 

Disagree 6 2 12 

Strongly 

Disagree 0 1 0 

   3.28 

Descriptor No. of Respondents 

Corresponding 

Point Product 

Strongly Agree 13 4 52 



 

 

Figure 3.1 

 

Figure 3.1 illustrates the number of answers in the Likert scale made by the respondents. 

 

 

Table 2. Mean of Psychoticism/Normality Responses 

Agree 17 3 51 

Disagree 14 2 28 

Strongly 

Disagree 1 1 1 

   2.93 

Descriptor No. of Respondents 

Corresponding 

Point Product 

Strongly Agree 5 4 20 

Agree 18 3 54 

Disagree 18 2 36 

Strongly 

Disagree 4 1 4 

   2.53 

Statement  Average Verbal Interpretation 

1.You lack empathy. 1.82 Strongly Disagree 

2.You tend to be more 

impulsive, aggressive, and 

hostile than most people 

2.06 Disagree 

3.You often feel the urge to 2.31 Disagree 



 

 

Table 4 shows that the majority of the respondents disagree with 3 of the indicators of a person                  

that has high levels of psychoticism. Many have agreed that they have a creative mind, but this                 

indicator alone was not enough to state that most of the respondents of the study had high levels                  

of psychoticism.  

 

 

 

break rules and societal 

norms. 

4.You have a creative mind. 3.24 Agree 

Descriptor No. of Respondents 

Corresponding 

Point Product 

Strongly Agree 0 4 0 

Agree 9 3 27 

Disagree 19 2 38 

Strongly 

Disagree 17 1 17 

   1.82 

Descriptor No. of Respondents 

Corresponding 

Point Product 

Strongly Agree 4 4 16 

Agree 7 3 21 

Disagree 22 2 44 

Strongly 

Disagree 12 1 12 

   2.06 



 

 

Figure 4.1 

 

Figure 4.1 illustrates the number of answers in the Likert scale made by the respondents and                

recorded to dictate which is the majority of our respondents answered. 

 

 

 

 

 

 

 

Descriptor No. of Respondents 

Corresponding 

Point Product 

Strongly Agree 5 4 20 

Agree 13 3 39 

Disagree 18 2 36 

Strongly 

Disagree 9 1 9 

   2.31 

Descriptor No. of Respondents 

Corresponding 

Point Product 

Strongly Agree 15 4 60 

Agree 27 3 81 

Disagree 2 2 4 

Strongly 

Disagree 1 1 1 

   3.24 



 

Table 3: Personality Types that are More Likely to Become Victims of Cyberbullying 

 

 

 

Questions Introvert 

n = 32 

Introvert 

(fp) 

Extrovert 

n = 13 

Extrovert 

(fp) 

Has anyone made fun of you or 

humiliated you through the internet? 

10 31.3% 7 53.8% 

Have you received hateful and hurtful 

words, comments, and statements by 

people online? 

15 46.9% 11 84.6% 

Have people thrown slurs and 

derogatory words at you for belonging 

to a different race, religion, sex, etc.? 

7 21.8% 4 30.7% 

Have you been framed or falsely 

accused by people online for public 

humiliation and to spoil or tear your 

reputation apart? 

3 9.3% 6 46.1% 

Have you received death threats and 

blackmails of any sort from people 

online? 

3 9.3% 2 15.4% 

Have you ever felt like you are being 

excluded by your friends or any other 

social groups? 

23 71.8% 10 76.9% 

Has anyone impersonated or used your 

identity to post inappropriate content 

and media? 

6 18.7% 2 15.4% 



 

This table shows the number of respondents who have gone through the same situations that               

were provided in the questionnaire. The results showed that the most common form of              

cyberbullying is the exclusion of an individual by their friends and social groups, followed by               

the act of humiliation and shaming of other people. Furthermore, introverted students            

experienced cyberbullying more than extroverted students.  

 

 

Table 4:  Perceived Effects of Cyberbullying on Students’ Personality Type and Well-being 
 

 

 

Mental Health Introvert 

Frequency 

n=32 

Percentage Extrovert 
Frequency 

n=13 

Percentage 

Anxiety 23 71.8% 11 84.6% 

Depression 17 52.1% 4 30.7% 

Aggression 9 28.1% 3 23.1% 

Stress 26 81.3% 13 100% 

Low Self-Esteem 27 84.4% 9 69.2% 

Loneliness 22 68.8% 7 53.8% 

Anti-Social 

Behavior 

14 43.7% 1 7% 

Inattentiveness 17 53.1% 3 23.1% 

Hyperactivity 6 18.7% 4 30.7% 

Impulsiveness 12 37.5% 3 23.1% 



 

Table 6 shows the number of students that have acquired each of the given behaviors in the                 

questionnaire. The data revealed that low self-esteem is the most common behavior that             

cyberbullying victims have gone through, followed by stress, anxiety, loneliness, and depression            

tied with inattentiveness. One of the respondents shared that they have developed bulimia             

nervosa, an eating disorder, after being cyberbullied. Another respondent shared that they            

developed dyslexia, though they are not certain if cyberbullying was the cause of it.  

 

The last three behaviors (inattentiveness, hyperactivity, and impulsiveness) were indicators and           

symptoms of ADHD. Almost half of the introverted students agreed that they became inattentive              

and impulsive after experiencing cyberbullying. However, these two indicators of ADHD was            

not enough to assume that the respondents do in fact, have ADHD.  

 

One last thing that was obtained from the results was that introverted students were more likely                

to develop these negative behaviors than extroverted ones and the effects between the three data               

types. Personality type, Cyberbullying experiences, and Mental health check. If the personality            

type was introvert, and had cyberbullying experiences, it may take a result of a certain specific                

mental health problem and vice versa from introvert to extrovert situations. The cyberbullying             

experience can create results but will differ to each one depending on the damage quality given                

by cyberbullying. 

 

 

 

 

 

 

 

 

 

 

Data Analysis and Interpretation 

 



 

 

Fig 1. - The Graph representing the Stability of the respondents 

 

This graph shows the stability of the respondents. Most of the respondents            

worry about things often which had 20 respondents while 19 respondents had an             

emotional background when put into stressful situations. The respondents had          

equally disagreed and agreed on being displeased when the work or task was not              

fulfilled. 

 

 

 

Figure 2. Psychoticism/Normality of the respondents 



 

 

This graph shows the computation of the stability of the respondents. Most            

of the respondents had a creative mind which had 28 respondents while 22 of the               

respondents had disagreed when they had impulsive, aggressive, and hostile          

towards people. The respondents showed that they experienced normal         

interactions with the people around them. 

 

Cyberbullying Experiences 

 

1. Has anyone made fun of you or humiliated you through the internet? 

 

Figure 3. Percentage of the respondents experience Online Humiliation 

 

Referring to the question above, 64.4% of the respondents, from the senior high             

school students in Catholic Filipino Academy Homeschool included in the survey, have            

not experienced being made fun of or being humiliated through the internet. While 35.6%              

had experience being made fun of or being humiliated on the internet. Based on the given                

data, the researcher’s understanding of the situations that they had faced gave them a              

better perception of the respondents’ perspective.  

 

(Optional) If yes, you may further explain your experience. 

The respondents’ further comments about the given question:  

1. They would make fun of my teeth and would call me a horse or sometimes my 



 

 

Figure 4. Additional response from the given question 

 

Additional responses the students gave were that they were made fun of because             

of their physical appearance, another form of someone humiliating them was through            

using social network sites by misgendering them and posting private photos of the victim              

without the victim’s consent as well as making memes of the victim without their              

consent. Another thing was that they were told that they would have no future because of                

being in a relationship and then predicting their ‘supposed’ future because of it and one               

of the respondents were made fun of by their friends.  

 

2.  Have you received hateful and hurtful words, comments, and statements by people 

online? 

classmates would team up and make fun of me.  

2. Someone subtweeted that I am a lesbian as an insult and threatened me that 

she’ll remove my mom from her job. (although being lesbian is not an insult, 

assuming my sexuality just ain’t it :/) 

3. They comment that I’d have no future because I HAD a boyfriend, that I’d get 

pregnant at an early age. That became worse when they knew he was cheating 

on me but I didn’t believe them. Turns out it was true so they showed sympathy 

for me.  

4. Posting my nudes on Twitter, tagging friends in the post. The post was removed 

shortly after.  

5. I’d rather not talk about it.  

6. It was back then when I used to play basketball at my old school and everyone 

started memeing me.  

7. Just from my friends.  



 

 

Figure 5. Percentage of respondents who experienced hateful comments 

Online 

 

Regarding the chart above, it shows that 46.7% of respondents did not receive             

hurtful comments and 53.3% had received hurtful comments on social media. With their             

shared experience, the researchers got a better understanding of what they have gone             

through, and the majority of those who had received hurtful terms online were given              

insulting comments through social media. 

 

(Optional) If yes, you may further explain your experience 

The respondents’ further comments about the given question:  

1. I’ve received some hurtful comments or hurtful direct messages from telegram, 

they stepped on my dignity as a person.  

2. “Tanga”, “Marupok,” “Bobo pag dating sa boyfriend,” “Baboy”, “Malandi.” 

Those were the names they called me.  

3. I was personally attached when our dance team won first place and everyone 

was insisting that we manipulated the results.  

4. I was called a slut by (my) ex.  

5. It was a disagreement between two different opinions and the person I was 

arguing with was extremely aggressive.  



 

 

Figure 6.  Additional response from the given question 

 

Further comments made by the respondents were that they received hateful and            

hurtful words, comments, and statements from people online such as receiving painful            

comments and direct messages through Telegram and CuriosCat. The respondents were           

also called degrading terms and that they do not excel in their academics and sports.               

Other responses were that the respondent and their team manipulated the charts to win              

and that the person they were communicating with were aggressive and were immature             

and inconsiderate of others about their jokes and choice of words.  

 

3. Have people thrown slurs and derogatory words at you for belonging to a different 

race, religion, sex, etc.? 

 

6. I’d rather not talk about it.  

7. That I was terrible at school and terrible at sports etc. etc.  

8. It was through CuriosCat. I received hateful messages which made me feel 

stressed.  

9. Sometimes, a lot of people are still immature and inconsiderate. For them, jokes 

may seem like a harmful (harmless) thing to say but jokes must not be 

mentioned on serious occasions. I forgave them for what they did for they were 

younger than me. What they said or typed was just the wrong choice of words.  



 

Figure 7. The percentage of students who experienced being thrown 

derogatory terms and slurs  

 

This question had 75.6% who answered No, and 24.5% who answered Yes. The             

majority of the respondents had no encounters with people throwing slurs at them. It was               

inferred that receiving slurs and derogatory comments online was not that common            

among the senior high school students of Catholic Filipino Academy Homeschool. 

 

(Optional) If yes, you may further explain your experience 

 

The respondents’ further comments about the given question:  

1. Bullied for being Bisaya :( 

2. I wouldn’t say to myself exactly. You see, I’m half Filipino-Chinese, and ever 

since the Coronavirus outbreak… Many people have been accusing and making 

fun of Asian(s); the Chinese (people) in particular. Sometimes I feel that 

whenever people say “Chinese people are the cause of this pandemic” or “If 

only the Chinese weren’t this and that”, I feel I’m part of that cause. Yes, you 

may say that I’m a “feeler” or something but considering my grandfather being 

an actual Chinese, it feels wrong for them to say that all Chinese are to blame 

for this. I place my grandfather in my heart dearly and I don’t want him to feel 

that I’m ashamed to be half Chinese and all...  

3. I prefer not to say 

4. N/a 

5. I am someone who brings my opinions on social media. The slurs came from 

someone who I did not know, I didn't follow, and wasn’t following me. But the 

words were harsh. I deleted the tweet because of that. Now that I think of it. I 

should’ve kept my stance wrong on the opinions I share regardless of what 

others might think.  



 

Figure 8.  Additional response from the given question 

 

The respondents who answered “Yes” included additional comments regarding         

their experience with being thrown derogatory slurs and words. One of the respondents             

were bullied for being Bisaya (Visayan) and another was called certain slurs for the              

comments and opinions they shared on their social media platform. Another respondent            

shared that they felt hurt by the comments made by people during the Covid-19 outbreak               

in particular to their ethnicity.  

 

4.  Have you been framed or falsely accused by people online for public humiliation and 

to spoil or tear your reputation apart? 

 

Figure 9. The percentage of students who experienced being falsely 

accused Online 

 

The pie chart above shows that the percentage of the forty-five (45) students from              

Catholic Filipino Academy Homeschool who experienced being framed or falsely          

accused by people online for public humiliation and to spoil or tear your reputation apart.               

The data shows that 82.2% of the respondents did not experience this kind of              

cyberbullying experience. However, 17.8% of the respondents have experienced being          

falsely accused. It was assumed among the researchers that the respondents who had an              

experience of being falsely accused of being terrified to share certain information to             

others who might tarnish their reputations and image.  

 



 

(Optional) If yes, you may further explain your experience 

 

Figure 10.  Additional response from the given question 

 

The respondents’ comments show how they experienced being falsely accused          

online. One respondent showed that her best friend spread false news because of her old               

relationship. Another respondent replied that they were insecure online and avoided           

sharing private information to others. 

 

5. Have you received death threats and blackmails of any sort from people online? 

 

Figure 11. Percentage of respondents who experienced receiving death 

threats and blackmails Online 

 

The chart above showed the calculation of the number of respondents who had an              

experience of receiving death threats and blackmails from people online. 91.1% of the             

respondents claimed in not receiving such messages, however, 8.9% of the respondents            

claimed in receiving death threats and blackmails online. The researchers concluded that            

The respondents’ further comments about the given question:  

1. My best friend spread the news to almost everyone. He told everyone that I’m a 

slut just because I dated my ex.  

2. Yes, I don’t want to say it in detail but it’s one of the reasons why I feel 

insecure online and avoid releasing basic infos like my real name and age.  



 

it was alarming that there were students who have experienced receiving death threats             

and blackmails online.  

 

6. Have you ever felt like you are being excluded by your friends or any other social 

groups? 

 

Figure 12. The rate of respondents who experienced being left out by their 

friends and other social groups 

 

The diagram above presents the percentage of the respondents who had an            

experience of being excluded by friends or in other social groups. Data shows that 71.1%               

of respondents responded to “Yes'' which means that they had an experience of being              

excluded by others. While the other 28.9% of the respondents claim that they did not               

experience such a situation. It can be presumed among the students of Catholic Filipino              

Academy Homeschool, being excluded from friends and in social settings were           

uncommon. 

 

(Optional) If yes, you may further explain your experience 

The respondents’ further comments about the given question:  

1. When I was a new student in our new school here in Saudi a lot of my 

classmates would make me feel out of place and they would let me feel that I 

don’t belong to that section.  

2. In social groups, I would often feel like the odd one out. No matter how hard I 



 

try to approach them it always ends up with me getting left out. There was also 

an instance where I was part of this group for a science project and was isolated 

in every group meeting we had. I tried talking to them but they treated me as if I 

was a ghost as opposed to a fellow groupmate who wants to cooperate and 

extend my assistance for our project.  

3. In grade 8, I used to be disliked by classmates because (of) how useless and 

airhead that I am.  

4. When my best friend spread rumors, he often went out with my sister and talk 

sh*t behind my back. They excluded me and that went on for months.  

5. Sometimes I feel like I do, especially whenever I ask them for important notes in 

the group chat.  

6. Always seen zoned, since 2016.... 

7. It’s not that big but I just feel frustrated to leave me on seen like that, even after 

2-6 days (maybe more than weeks). I know they are busy but I’m always 

shunned with seen zoned every single time. 

8. I am not sure why, but something has (has something) to do with my introverted 

personality.  

9. I had a “friend” who wanted me out of our circle. He often made snide and 

hurtful remarks about me and kept ignoring me. He hated for some reason and I 

didn’t even get to know why.  

10. I sometimes just felt excluded whenever they talk about topics that I cannot 

relate to or are not familiar with.  

11. I often feel like I’m the second choice in my circle of friends.  

12. Kind of? But I think it was for the better cause I realized who my true friends 

are,  



 

 

Figure 13.  Additional response from the given question 

 

The table above shows the additional comments made by the responses regarding            

their experience with being excluded by their friends or in other social settings. It shows               

that they were made excluded from the group because of their interactions with people              

and their personalities. They also affect the circle of friends of the people as they fear that                 

they were cyberbullied. One respondent was excluded from her peers due to the             

cyberbullying from her friends. 

 

7. Has anyone impersonated or used your identity to post inappropriate content and 

media? 

 

Figure 14. The rate at which the number of respondents who experienced 

being impersonated who experienced their identities being stolen Online 

 

The chart represents if the respondents have experienced impersonation to post           

inappropriate content. The majority of the respondents did not experience impersonation           

to post inappropriate content which is on 82.2% while 17.8% of respondents experienced             

impersonation for posting inappropriate content. It was alarming that the percentage of            

respondents from the senior high school students had an experience of being            

impersonated online.  

13. I don’t have concrete evidence of this though, it’s more of like a lingering 

thought in the back of my head.  



 

 

(Optional) If yes, you may further explain your experience 

 

Figure 15.  Additional response from the given question 

 

Above are the supplementary comments made by the student from Catholic           

Filipino Academy Homeschool included in the survey who had an experience of being             

impersonated or used the respondent’s identity to post inappropriate content and media.            

One of the respondents' experience was that they were hacked by their “friend” to              

comment hurtful messages to the respondent's other friend. Another instance was that a             

person made a social media account of the respondent using their identity (three             

respondents were a victim of this form of cyberbullying). The experience of the two              

respondents was harmless because the person did not try to humiliate them, however, the              

experience of the other respondent was that the person posted NSFW images using their              

game username on Twitter.  

 

The respondents’ further comments about the given question:  

1. My ‘best friend”, hacked into my account and left hateful comments on my 

friend’s post. My friendship with that friend ended and didn’t even give me a 

chance to explain that someone hacked into my account 

2. Used my profile picture and my name but they just abandoned it after a while.  

3. N/a 

4. Someone created a Twitter profile impersonating me as my in-game username, 

posting NSFW images.  

5. I had 3 experiences with people copying what I say and post. They use my name 

and profile picture too. I cannot remember if they have done anything to 

humiliate me but I do remember them making the account and following my 

friends.  



 

 

 

 

 

Mental Health Check 

 

1. Anxiety 

 

Figure. 16.  

 

The figure above presents the number of students in Catholic Filipino Academy            

Homeschool who have experienced anxiety. The data shows that thirty-two (71.1%) out            

of the forty-five (45) respondents had experienced anxiety and the remaining thirteen            

(28.9%) did not. The researchers assumed that it was appalling on how high the number               

of students who had experienced anxiety.  

 

2. Depression 



 

 

Figure 17 

This graph unveils the respondents who experienced depression or who were           

depressed. Out of the forty-five (45) students included in study nineteen (42.2%)            

respondents claim to experience depression or were depressed. While twenty-six (57.8%)           

of the remaining respondents were not depressed and did not experience depression. The             

data shows that there was a high number of respondents who experienced depression and              

this was something future researchers need to take notice of in order to study the number                

of students in Catholic Filipino Academy Homeschool on whether it would rise or             

decrease.  

 

3. Aggression 

 

Figure 18 

This bar graph represents the number of respondents who had an aggressive            

attitude. The data shows that eleven (24.4%) from the forty-five (75.8%) respondents do             



 

claim to have an aggressive attitude. While the remaining thirty-nine (39) respondents did             

not claim to have an aggressive attitude. It can be concluded that many of the respondents                

may have their own healthy way of relieving negative emotions without the need of              

showing aggressive behaviour to others.  

 

4. Stress 

 

 

Figure 19 

The figure above shows the calculation of the number of Catholic Filipino            

Academy Homeschool students who experienced stress. Thirty-nine (86.7%) of the          

respondents claim to be undergoing stress and the remaining six (13.3%) claim to not              

experience stress. It is to be studied by future researchers to study the causes of the stress                 

of the students and on whether or not the number of students being stressed increases or                

decreases.  

 

5. Low Self-Esteem 



 

 

Figure 20 

The bar graph presented the quota of respondents who adhere to had a low-self              

esteem. Out of the forty-five (45) students included in the study thirty-three (75%) of the               

students claim to have low-self esteem and the other eleven (25%) do not claim to have                

low-self esteem. With the given data, it is alarming that more than 50% of the students                

included in the study had a low-self esteem. 

 

6. Loneliness 

 

Figure 21 

This bar graph displays the tally of the students in Catholic Filipino Academy             

Homeschool who experienced loneliness. Twenty-seven (60%) respondents who were         

averment on experiencing loneliness and the remaining nineteen (42.2%) do not claim to             

experience loneliness. Data shows that there was a large number of respondents who             



 

experienced loneliness while there was also a relatively large number of students who do              

not feel lonely.  

 

7. Anti-Social Behavior 

 

Figure 22 

The figure above is about the calculation of the students included in the research              

who adhere to having antisocial behavior. Fifteen (33.3%) of the forty-five (45)            

respondents claim to have an attitude on having antisocial behavior while the remaining             

thirty (66.7%) respondents claim to not have antisocial behavior. It can also be concluded              

that though a majority of the respondents were introverts, they did not have antisocial              

behavior and that there was a relatively small number of respondents who do.  

 

8. Inattentiveness 

 



 

Figure 23 

The bar graph above is the presentation of the quota of the students in Catholic               

Filipino Academy Homeschool who claim to have inattentive behavior. The responses           

were that nineteen (42.2%) claim to adhere to inattentive behavior while the other             

twenty-six (57.8%) respondents claim to not have inattentive behavior. It has been            

presumed that there is an equal number of students who have difficulty and ease in               

focusing on their tasks and other activities.  

 

9. Hyperactivity 

 

Figure 24 

This figure shows the response of the forty-five (45) respondents included in the             

study who had hyperactive behavior. Ten (10) of the respondents claim to have             

hyperactivity behavior. The remaining thirty-five (35) do not claim to have hyperactivity            

behavior. It had therefore been understood that there were only a few of the respondents               

who had hyperactivity behavior and this has to be taken into account as well as how there                 

was a large number of reposts who do not have such behavior.  

 

10. Impulsiveness 



 

 

Figure 25 

This bar graph is about the calculation of the tally of the students in Catholic 

Filipino Academy Homeschool who have impulsive behavior. There were fifteen (15) 

out of the forty-five (45)  respondents who claimed to have impulsive behavior and thirty 

(30) respondents claimed to not have impulsive behavior.  

 

11. Others 

 

Figure 26 

 

This table shows the other comments made by the respondents. One of the             

respondents shared that they believe to have low confidence which may be the cause of               

them having Dyslexia, however, this has not been confirmed or diagnosed by a             

psychologist and/or a psychiatrist. Another respondent said that they have developed           

Additional comets from the respondents:  

1. Low confidence (might be the cause of me having Dyslexia, but hasn’t been 

diagnosed by a doctor.) 

2. Developed Bulimia Nervosa (eating disorder) 

3. I am not completely sure if I do have these as I am not properly diagnosed. 

These are just observations I’ve had when reflecting on my actions.  



 

Bulimia Nervosa, an eating disorder, and another respondent shared that they cannot            

confirm having these behaviors because they have not been professionally diagnosed by a             

psychologist and/or a psychiatrist. However, these were based on their self-reflections           

about their actions.  

 

 

 

 

  



 

CHAPTER 5: CONCLUSIONS AND RECOMMENDATIONS 
 
Conclusions 

 

The main goal of this study was to determine whether or not there is a perceived effect 

between cyberbullying, the student’s personality type and well-being in the middle of a global 

pandemic. The study assessed the effect between cyberbullying and personality types of the 

senior high school students who are currently enrolled in the Catholic Filipino Academy 

Homeschool S.Y. 2020-2021. A total of 45 respondents, from Grade 11 and Grade 12, in all 

academic strands took part in the study. Cyberbullying does, in fact, affect people of different 

personality types in different ways. 

 

The  majority of the respondents were introverts, with a total number of 32 students, 

while the remaining 13 were extroverts. The findings show that introverted students have 

experienced cyberbullying more than extroverted students. Moreover, cyberbullying has 

negatively affected the mental health and well-being of introverts more than extroverts. The 

results also showed that the most common form of cyberbullying is the exclusion of individuals 

by their social groups, followed by low self-esteem. The general effect of both personality types 

is that they experienced exclusion and stress. 

 

Based on the results, we can conclude that introverted people are more likely to be the victims of 

cyberbullying. Introverts tend to be more quiet and reserved than most people, they like to be left 

alone and outside stimuli such as noises and motion can irritate them. Perhaps this is the reason 

why cyberbullying affects them more. Furthermore, introverts are more observant in nature, 

which makes it easier for them to read situations more easily and may cause them to overthink 

too much when they do so. Extroverted people, on the other hand, are more outgoing and 

sociable, which may be the reason why they are not cyberbullied as much as introverted people. 

 

 

 

 



 

Recommendations 

 

The purpose of this research was to identify the perceived effects of cyberbullying on the 

CFA Homeschool SHS student’s personality type and level of well-being during the pandemic. 

This topic is significant since it is in line with the current public health crisis around the world 

and the increase of cyberbullying cases. However, based on the results and conclusion of this 

study, this would need further improvements and recommendations. 

 

The following are recommended: 

 

1. COVID-19 pandemic has been a variable in this research. It is recommended to further 

research on the effects of the pandemic when it comes to cyberbullying and personality 

types. 

 

2. It is recommended to further research on the effects on families on cyberbullying during 

the pandemic. The family lifestyle, and family structure should be considered since they 

have been with each other since the beginning of the pandemic. This variable may depict 

that there can be an effect on the perpetrators of cyberbullying. 

 

3. The Myers-Briggs Type Indicator has more than 16 Personality types and it would be 

difficult for future studies to interpret the results. It is recommended to limit the research 

and focus on two personality types, introverts and extroverts. 

 

4. This study is limited to senior high school students in CFA Homeschool. It is 

recommended to pursue junior high students and/or students from different schools. It is 

also recommended to take note of the respondent’s comfortability to answer questions 

regarding heavy topics through online forms or physical forms. 



 

 

5. It is difficult to assess one’s mental illness and analyze the results of the survey. 

Researchers were unqualified to determine and interpret the indicators of mental illnesses 

such as antisocial behaviors, depression, and anxiety. In addition, respondents cannot 

determine/self-diagnose if they have these mental illnesses unless they have been 

diagnosed by their respective therapist/s. Thus, this research is proven unethical under 

multiple sections in the Code of Ethics of the American Psychological Association 

(APA). It is strongly recommended that surveys must be validated by a psychologist 

and/or psychiatrist. Test scoring and interpretations would need to be guided by these 

professionals. 
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APPENDIX A 

QUESTIONNAIRE: 

 

CYBERBULLYING: PERCEIVED EFFECTS ON PERSONALITY TYPE AND LEVEL 

OF WELL-BEING AMONG SHS STUDENTS AT THE TIME OF PANDEMIC 

 

Dear Respondent,  

 

Good day! We are a group of Grade 12 students who are studying in Catholic Filipino                

Academy Homeschool, and we are currently conducting a research study on Cyberbullying:            

Perceived Effects on Personality Type and Level of Well-Being among SHS students at the time               

of Pandemic. This study aims to determine the effects between the personality type of an               

individual and the effects of cyberbullying at this time of a global pandemic.  

 

It would be much appreciated by us, the researchers, if you could take some time to                

answer this survey. It should only take less than 20 minutes to complete the questionnaire. Please                

make sure to read the instructions and questions thoroughly and carefully before answering.             

Providing us with truthful and honest answers will greatly help us in our research study. Keep in                 

mind that it is completely okay to skip questions that you think are too triggering, we understand                 

that our research is a sensitive topic. We assure you that any data and information given in this                  

survey will remain confidential.  

 

Thank you! 

 

_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  

 

 

Grade: _______ 

  

Strand: _______ 

 

Sex: _______ 

 

Age: _______ 



 

 

I. Identification of personality 

 

Take the personality test in the link below before answering the survey itself. After that, a                

behavior state in which personality type you are by ticking the box and space that best describes                 

your personality.  

 

Personality Test: https://www.16personalities.com/free-personality-test 

 

 

1. I am an: 

 

⃞  Introvert 

⃞  Extrovert 

 

2. I am an: 

⃞  INTJ  

⃞  INTP 

⃞  INFJ 

⃞  INFP 

⃞  ISTJ 

⃞  ISFJ 

⃞  ISTP 

⃞  ISFP 

⃞  ENTJ 

⃞  ENTP 

⃞  ENFJ 

⃞  ENFP 

⃞  ESTJ 

⃞  ESFJ 

⃞  ESTP 

⃞  ESFP 

 

 

3. Neuroticism/Stability 

 

a. You are reactive and overly emotional when put through stressful situations.  

 

___ Strongly Disagree     ___ Disagree     ___ Agree     ___ Strongly Agree 

https://www.16personalities.com/free-personality-test


 

 

b. You worry about things often.  

 

___ Strongly Disagree     ___ Disagree     ___ Agree     ___ Strongly Agree 

 

c. You frequently experience mood swings. 

 

___ Strongly Disagree     ___ Disagree     ___ Agree     ___ Strongly Agree 

 

d. You feel angry and dissatisfied when your desires are not fulfilled. 

 

___ Strongly Disagree     ___ Disagree     ___ Agree     ___ Strongly Agree 

 

 

4. Psychoticism/Normality 

 

a. You lack empathy. 

 

___ Strongly Disagree     ___ Disagree     ___ Agree     ___ Strongly Agree 

 

b. You tend to be more impulsive, aggressive, and hostile than most people. 

  

___ Strongly Disagree     ___ Disagree     ___ Agree     ___ Strongly Agree 

 

c. You often feel the urge to break rules and societal norms.  

 

___ Strongly Disagree     ___ Disagree     ___ Agree     ___ Strongly Agree 

 

d. You have a creative mind. 

 

___ Strongly Disagree     ___ Disagree     ___ Agree     ___ Strongly Agree 



 

 

 

II. Cyberbullying Experiences 

 

Read the questions carefully and put a check on the space provided if you have encountered the 

same incidents given below. If yes, you may further explain your personal experience (optional), 

and if no, you may skip and proceed to the next question.  

 

1. Has anyone made fun of you or humiliated you through the internet? 

 

___ Yes 

___ No 

 

________________________________________________________________________ 

________________________________________________________________________ 

 

2. Have you received hateful and hurtful words, comments, and statements by people 

online? 

 

___ Yes 

___ No 

 

________________________________________________________________________ 

________________________________________________________________________ 

 

3. Have people thrown slurs and derogatory words at you for belonging to a different race, 

religion, sex, etc.?  

 

___ Yes 

___ No 

 



 

________________________________________________________________________ 

________________________________________________________________________ 

 

4. Have you been framed or falsely accused by people online for public humiliation and to 

spoil or tear your reputation apart? 

  

___ Yes 

___ No 

 

________________________________________________________________________ 

________________________________________________________________________ 

 

5. Have you received death threats and blackmails of any sort from people online? 

 

___ Yes 

___ No 

 

________________________________________________________________________ 

________________________________________________________________________ 

 

 

6. Have you ever felt like you are being excluded by your friends or any other social 

groups? 

 

___ Yes 

___ No 

 

________________________________________________________________________ 

________________________________________________________________________ 

 

 



 

7. Has anyone impersonated or used your identity to post inappropriate content and media? 

 

___ Yes 

___ No 

 

_______________________________________________________________________

________________________________________________________________________ 

 

 

 

III. Mental Health Check 

 

Tick the boxes below if you think you have acquired any of the behaviors, emotions, and mental 

illnesses stated below after experiencing cyberbullying. 

 

 

1. Anxiety 

 

⃞  Yes 

⃞  No 

 

2. Depression  

 

⃞  Yes 

⃞   No 

 

3. Aggression 

 

⃞ Yes 

⃞ No 

 



 

4. Stress 

 

⃞  Yes 

⃞  No 

 

5. Low self-esteem 

 

⃞  Yes 

⃞  No 

 

6. Loneliness  

 

⃞  Yes 

⃞  No 

 

7. Anti-social behavior 

 

⃞  Yes 

⃞  No 

 

8. Inattentiveness 

 

⃞  Yes 

⃞  No 

... 
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Abstract 

Heuristics in higher education can be effective tools to help students generate creative 

ideas and achieve clarity in design projects.  Heuristics tailored for accountability and discovery 

through peer-to-peer learning and self-discovery can enhance higher education. Further, 

professors can use heuristics to keep pace with the skills of incoming students looking to develop 

creativity for the emerging innovation economy. And because today’s students enter college with 

experience in gaming play as learning tools acquired since elementary school, professors should 

incorporate game play in creative lesson plans. Indeed, professors can nurture college students’ 

creative self-efficacy through dialogue, inquiry, collaboration, self-assessments, and a creative 

mindset by playing to learn and learning to play.  

A pedagogical tool under development for architectural education is PACH (Playing 

Architectural Creativity Heuristics), to help college students improve divergent thinking skills, 

resist premature closure, enhance flexibility, and assess creativity. PACH consists of three 

modular components organized around five major subjects in architectural design. This paper 

explores how heuristics, like PACH, can close scholarship gaps in architecture education, design 

projects, self-assessments, and creative self-efficacy. Research questions raised are: How do 

heuristics affect creative self-efficacy in students? What are the perceptions of architecture 

students on creativity assessments and heuristics?  How do heuristics enhance the creativity of 

architecture design projects?  How can professors and students better assess the creativity of 

architecture design projects? This paper lays groundwork for developing heuristics that improve 

transparency, creativity, self-efficacy, and peer-to-peer discovery in architectural education. 

Keywords: architecture, creativity, education, heuristics, SCAMPER, self-efficacy 
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Introduction 

Architectural education teaches students to shape the physical environment, facilitate 

human habitation, signify place-making, and apply creativity in the design of buildings. And, 

like most disciplines, architectural education needs to adapt to the rapid pace of change in the 

emerging global innovation economy.  There is an urgent need for change in architectural 

education and for pedagogies that encourage experimentation, creative self-efficacy, dialogue, 

and collaborative play among architecture students (Tzonis, 2014).  In response, architecture 

educators must expand pedagogies beyond solitary projects to collaborative design production in 

higher education (Fisher, 2012). To keep pace with educational and technological advancements, 

architecture professors should adjust design studio pedagogies with novel techniques such as, 

video tutorials, internet programs, social media discussions, virtual classrooms, asynchronous 

instruction, digital discussion boards, and game play.  Not only could playing to learn in design 

school foster learning to play in architectural design, but also enhance flexibility, elaboration, 

risk taking, tolerance of ambiguity, divergent thinking, and resistance to premature closure as 

attributes correlated to creativity and creative self-efficacy (Tanner & Reisman, 2014). 

Architecture students, professors, and guest instructors can use heuristics to transform the 

architecture design studio into a container for collectively shared meaning and collective 

intelligence (Bohm, 1996; Issacs, 1993) with dialogue. Further, heuristics can be powerful tools 

to help students learn through progressively challenging problems while progressively enhancing 

creative self-efficacy. Equally important, heuristics can help avoid the misunderstandings of 

creativity in architectural design projects often exacerbated by cultural differences, limitations of 

vocabulary, and competing points of view.  Heuristics can be an essential part of improving 

clarity, consistency, and creativity among diverse stakeholders in architectural design education.  
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Tzonis (2014) notes that transparency is essential to the fair evaluation of student design 

projects.  Yet, heuristics for developing creativity in design projects, enhancing self-efficacy in 

students, and improving assessments in architecture design studio are lacking.  Researchers can 

close these gaps in scholarship by developing targeted heuristics and pedagogies specifically 

designed to enhance architecture students’ creative self-efficacy.  Through discovery and peer-

to-peer collaborative play, games such as PACH (Playing Architectural Creativity Heuristics), 

can help students accustomed to playing to learn since elementary school, improve creative self-

efficacy by learning to play in college. 

 This paper explores how architectural design education could benefit from the Heuristic 

Method of Teaching (Polya,1945) by applying SCAMPER Thinkertoys (Eberle, 1996; Michalko, 

2006) to architecture design instruction to help students learn creativity-enhancing techniques. 

By using criterion-referenced assessments throughout the creative design process: diagnostic, 

formative, benchmark, and summative, heuristics can improve architectural design instruction in 

higher education. Rather than kill individual creative expression (Beghetto, 2005), heuristics and 

self-assessments can improve creative self-efficacy. Researchers should study how heuristics can 

increase transparency, consistency, equity, and self-directed learning in architectural education. 

Thus, empirical data from a controlled study could help develop heuristics for architecture design 

education is needed.  This paper is a first step of research on how to achieve the aims previously 

stated for architectural design studio instruction in higher education.   

Need for creativity instruction in architectural education 

Although creativity is integral to the livelihood of architects, it is not completely clear 

why architecture education has been slow to adopt the research-based methodologies supported 

by other disciplines promoting creativity and innovation. Perhaps one reason is mythmaking in 
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architectural education.  Tzonis (2014) states, “Of all aspects of architects what mystifies most 

the layman is the power of architects as ‘creators’, their apparent capability to invent, conceive 

and construct ‘out of nothing’ unprecedented daring forms” (p. 331).  Professors should augment 

architectural education with targeted heuristics to help demystify creativity in design projects.  

Moreover, the rapidly changing global economy will demand more, not less, accountability in 

creative production especially in the design profession.  Fisher (2012) ruminated on the emerging 

global economy, noting there are “…several names suggested for it- the design economy, the 

creator economy- but most commentators agree that the greatest value in the future will arise 

from innovation and creativity, the core skills of an architecture education” (p. 68).  Pedagogies 

in creativity could help architecture students improve design thinking with customized heuristics. 

Yet, the development and integration of instruction in creativity lags other aspects in 

architectural education due to myths and misconceptions. Tzonis (2014) identifies a lingering 

myth of “the belief in a creator ‘semi-god’ architect” (p. 332) as a pervasive obstacle to creativity 

instruction in architectural education. Fisher (2012) adds urgency to this situation by observing 

that architecture schools must adapt to the emerging innovation economy or be left behind.  

Because creativity is central to architectural education, design instruction must enhance the 

synthetic, analytical, and practical intellectual skills, the risk-taking, tolerance of ambiguity, 

divergent thinking, flexibility, open-mindedness, experimentation, originality, intrinsic 

motivation, and resistance to premature closure (Sternberg, 2016) needed for innovation.  Schön 

(1987) acknowledged that the pressure to expand the repertoire of concerns in design studio in 

architectural education has been left to the reflective, dialogical traditions promoted before the 

turn of the century.  Building upon Schön’s concerns, other architectural scholars (Charalambous 

& Christou, 2016; Crysler, 1995; Danaci, 2015; Fisher, 2012; Hawlina, Gillespie & Zittoun, 
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2017; Hindle & Rwelamila, 1998; Tzonis, 214) agree that existing models used to conceive the 

pedagogies within design schools need to be updated to enhance creativity for diverse students.  

To achieve this aim, educators should incorporate creativity-enhancing tools such as heuristics 

and pedagogies such as PACH into architectural education.  Because empirical data on divergent 

thinking for creativity in architectural design remains scant, PACH is proposed to help fill this 

scholarship gap and facilitate creative self-efficacy and collaboration in design studio instruction. 

Relatedly, architectural practice requires collaboration to design the complex buildings 

needed today but architectural education resists the transition from past pedagogies to the type of 

multidisciplinary skill-development needed to collaborate and create architectural designs for the 

emerging design economy (Tzonis, 2014).   Too often, creativity scholarship for architectural 

education has not been fully understood or undertaken by instructors, despite pressure from the 

emerging “Creator economy” (Fisher, 2012).  Indeed, this review of scholarship on creativity in 

architectural design instruction addresses gaps in the knowledgebase of students and faculty alike 

on pedagogies in architectural education.  Further, (PACH) Playing with Architectural Creativity 

Heuristics could help fill the gap in architectural education on pedagogies focused on enhancing 

creativity and help supply data needed on creative self-efficacy among architecture students.  

Heuristic Play 

 The pioneer in the field of heuristics was the mathematician George Polya (1945) who 

wrote How to solve it, introducing The Heuristic Method of Teaching in which the teacher sets 

the problem and asks students to discover the answer through experimentation and dialogue in an 

inquisitive, exploratory manner that aligns with architectural education.  According to Polya’s 

conception of heuristics, this methodology closely aligns with the design process of architectural 
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education.  And because the process of architectural design uses inquiry, experimentation, and 

discovery to achieve creative results, a brief explanation of heuristics for creativity is warranted. 

The Greek origin of the word Heuristic is “I find; I discover.”  Heuristics simplify 

complex decisions and help us avoid “analysis paralysis” under conditions of uncertainty by 

aiding decision-making.  Heuristics do have biases but makes those biases explicit.  Heuristics 

are not algorithms (set of mathematical rules that guarantees a correct answer), but one that gives 

good-enough solutions consistently. This pedagogical tool is quick, easy, fun, and helps students 

overcome the fear of “starting from nothing” and pressure to invent the big idea …whole cloth.  

Heuristics can have diverse uses in education as a part of the ideation, schematic design 

phase of design as well as evaluations taken at the end of the design process.  To start a project, 

designers begin with questions that help clarify the problem, and heuristics can play a key role in 

transforming early concepts with specific feedback (Leahy et al., 2019). Heuristics are tools that 

serve a purpose, such as helping the user formulate a general strategy, or method for solving a 

problem (Kowaltowski et al., 2010) to stimulate creativity and enable architecture students to 

learn something for themselves in a process of experimentation and intrinsic motivation that 

builds self-confidence.   

Heuristics encourage the user to make quick decisions that include trial and error, rules of 

thumb, educated guesses, and intuitive judgment; they help simplify problematic decisions and 

help users strategically move towards a resolution (Passmore, 2007).  Because there is no set 

form for a heuristic- if something helps the user solve a problem, then it has heuristic value.  An 

architecture professor using The Heuristic Method of Teaching, for example, works within a 

pragmatic paradigm of setting the problem and asking students to discover answers through 

experimentation and dialogue in an inquisitive, exploratory manner to arrive at what works.  
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Heuristic methodology closely aligns with the inductive, intuitive nature of architectural design 

as inquiry, and can help architecture design students learn how to make defensible decisions. 

 Heuristics are not evaluation tools, rubrics, or assessment tools per se, but tools for 

further development of first concepts created by student designers (Leahy et al., 2019, p. 759) for 

decision-making in a process of problem solving.  Simply stated, evaluations in education 

measure how well a student performed on prescribed content or ability that should be known, 

and rubrics set the criteria for judging performance usually with a scoring scale.  The scale of a 

rubric helps support consistency across evaluations. Although worthwhile tools, evaluations and 

rubrics may not achieve the same sense of self-discovery and efficacy that heuristics foster in an 

ongoing design process. One such heuristic, SCAMPER (Eberle, 1996), is an integral part of this 

study fused with the PACH game techniques that can prompt architecture students to generate 

more creative architectural design ideas through divergent thinking, fluency, and elaboration. 

Playing SCAMPER  

 SCAMPER is a set of heuristics aimed at helping propel users forward in the design 

process through divergent thinking to enhance creative problem solving. The heuristic known as 

SCAMPER was developed by Eberle in 1996 to provide techniques and strategies to help with 

idea generation and development. The word SCAMPER is a mnemonic device which stands for 

short phrases that can conveniently prompt strategies to aid with the type of divergent thinking 

and resistance to premature closure needed for creative achievement (Tanner & Reisman, 2014).  

SCAMPER stands for, (s) substitute something, (c) combine it with something, (a) adapt 

something to it, (m) modify or magnify it, (p) put it to some other use, (e) eliminate something, 

and (r) reverse or rearrange it (Michalko, 2006, p. 74).  SCAMPER is therefore a set of seven 

heuristics that prompt divergent and convergent thinking, idea development, creative problem 
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solving, and brainstorming. SCAMPER may work best for idea development rather than idea 

generation (Eberle, 1996), but PACH addresses this gap by applying it to criteria related to 

architecture design.  SCAMPER would benefit from an architectural professor acting as the 

“Idea Agent” (Michanek & Breiler, 2014) to guide the process and offer constructive prompts to 

move the brainstorming session along and prevent “squelching” of ideas by architecture students.  

The author of THINKERTOYS supplies useful advice for using a heuristic like PACH: 

In order to get original ideas, you need to be able to look at the same information 

everyone else does and organize it into a new and different pattern…. Thinkertoys reflect 

linear and intuitive thinking, both of which are necessary for optimum creativity. The 

basic difference between the two is that linear Thinkertoys structure existing information 

while the intuitive toys generate added information using insight, imagination, and 

intuition. (Michalko, 2006, pp. 35-39) 

Playing PACH 

Playing Architectural Creativity Heuristic (PACH), is an acronym and an actual word 

that has several cheeky meanings, including “Multitalented, creative, esp. with leadership” 

(URBANDICTIONARY.COM) to stand for a card game invented by the author, and playfully 

named tongue-in-cheek, PACH.  The author envisions the cards used in numerous ways in an 

architecture school, from “advertising” the assessment expectations prior to the jury reviews, 

chronicling the design process through successive assessments, journals for communication 

between students and professors on design projects, rubrics, and reflections at the conclusion of 

projects design juries.  Most important of all, students need heuristic tools to help build 

confidence in their creative abilities as they mature in their journey towards the architectural 

profession. The list of scholars on creativity and design advocating more targeted efforts to 
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improve creative ability and self-efficacy is long (Danaci, 2014; Kaufman, 2019; Meinel, 

Wagner, Baccarrella, & Voight, 2018; Royston & Reiter-Palmon, 2017; Sternberg, 2016; Tanner 

& Reisman, 2014).   As a result, research on creative self-efficacy in education is fulsome.  Yet, 

gaps remain in the application of creativity scholarship, especially in architectural education. 

PACH is a set of heuristics under development to help close the scholarship gaps on creative 

self-efficacy and formulate pedagogies that enhance creativity in architectural design instruction. 

 PACH is a heuristic game played like most card games with players taking turns using 

cards organized in suits and scored for points based on responses to questions prompted by the 

cards. The heuristic works by helping students discover insights for their own design projects 

based upon card five suit-categories using SCAMPER techniques. Commonly defined as 

“Related to general strategy or methods for solving problems that enables a person to learn 

something for themselves. Heuristics foster trial and error, rules of thumb, educated guesses, 

intuitive judgment, guesstimates, and even common-sense solutions,” this standard dictionary 

definition of heuristics is aligned with the inductive, iterative, creative process of architectural 

design (Eilouti, 2020). Specifically created to match the needs of architectural design education, 

PACH comes with two sets of 8-inch square playing cards of same size and similar design. The 

students can use the backs of all cards for post-it-notes during brainstorming (Figures 1, & 2).  

Eight card fronts are blank for sketching, note-taking, clipart, and personal inspirations. The 72 

cards prompt SCAMPER techniques encouraging divergent and convergent thinking in five suits 

related to five major subjects in architectural design. PACH cards give an open-ended structure 

(Figures 3, & 4) that supports creativity- originality and effectiveness (Beghetto, 2005, p. 255). 

Scoring points in PACH 

 Players take turns answering each other’s questions during intentionally brisk, intuitive 
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play like typical card games. The range of techniques in SCAMPER is known but players’ 

questions are unpredictable- student decide what to ask each other to use the cards as prompts 

(Figures 5, & 6). The purpose of PACH is to serve as a heuristic, and therefore its value is 

determined by how well it aids the user in self-discovery, learning, and novel problem-solving. 

Scores given for how well a design addresses the ten categories can be tallied, and the “winner” 

determined (Figures 7, & 8).  Players should write or affix questions on post-it-notes to the back 

of cards for brainstorming and reflection. Scoring is also possible for assessment when playing 

alone in “solitaire” for self-assessment. Up to five students can play per game- half of a typical 

design studio of ten students. PACH encourages criterion-referenced assessments throughout the 

creative design process: diagnostic, formative, benchmark, summative, and encourages learning 

through play, improvisation, peer-to-peer learning to foster fluency, flexibility, elaboration, 

divergent and convergent thinking skills, and tolerance of ambiguity. PACH helps architecture 

students understand criteria used for reviews, study major concepts, dialogue with classmates, 

and enhance creativity through discovery in both solitaire and self-reflection. Using cellphones at 

the end of a game to photograph cards both front and back, players can reuse cards and upload 

images into graphic presentations. Regardless of the declared winner of the game, all students 

win when pedagogies are targeted, tailored, timely, effective, appropriate, and learning is fun! 

Discussion 

• Heuristics like PACH can facilitate the overall achievement of cognitive, psychomotor, 

and affective objectives for teaching architecture students how to discover and assess 

design solutions within the studio conceived as dialogue container (Isaacs, 1993). 

•  Heuristics use randomness, collaboration, and novelty to encourage students to develop 

an attitude of strategic experimentation, improvisation, and aid creativity. 

• Heuristics encourage students to explore design problems by themselves to find solutions. 
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• Heuristic teaching strategies foster self-learning, self-discovery, self-reliance, and self-

efficacy. PACH supplies structure to aid risk-taking that enhances creativity. 

• High degrees of divergent and critical thinking skills are needed to play PACH; students 

who do not quickly grasp concepts and excel from the start may find the game frustrating.  

• The heuristics may lose effectiveness with repetition within a course and will need to be 

varied to encourage intrinsic motivation and resistance to premature closure in students. 

• A specific heuristic like PACH is not transferable to all architectural design instruction. 

• Architecture professors should become adept Idea Agents (Michanek & Breiler, 2014) in 

the design studio. Students will need coaching with supplemental texts, videos, exercises, 

hints, encouragement, and strategic extrinsic motivation for discovery with PACH.  

• A research study combining qualitative interview data with quantitative testing data could 

supply valuable feedback to develop PACH as an online application and learning tool. 

Summary 

This paper has situated the Heuristic Teaching Method within the context of the type of 

pragmatic problem-solving techniques used in architectural design instruction and examined how 

time-tested heuristics such as SCAMPER, can combine with novel architectural design 

pedagogies such as PACH.  A brief overview of heuristics as problem-solving tools and their 

relevance to architectural education has been provided, along with a lineage of scholars who 

showed a need for more scholarship in diverse teaching methodologies for architectural 

education. A snapshot of the state of architectural design instruction gave context for potential 

benefits of adding specifically tailored heuristics to architectural education. Two heuristics were 

combined- SCAMPER and PACH, to become a tool for facilitating brainstorming, 

improvisation, discovery, assessment, and reflection. Finally, although it is possible to use 
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PACH as an evaluative tool, and professors should consider aligning their rubrics with the five 

major subjects and ten categories of PACH, the focus of this research has been on heuristics as 

open-ended assessment tools for architecture students learning design concepts.   

Heuristics can help align the intangible spirit of original architectural design, with 

evaluations focused on the tangible aspects of buildings. Heuristic tools such as PACH can help 

demystify creative processes, products, and evaluations for students and professors alike. The 

next step in this research is to conduct a controlled study with a targeted sample to evaluate the 

effectiveness of PACH. Moving forward, the development of PACH as a digital game would 

increase its application in diverse settings and appeal to a wider range of students who could play 

online anywhere for distance learning. In conclusion, architecture educators need more ability 

with heuristics to enhance creativity in design instruction, and PACH may help close this gap. 

Research in a mixed-methods longitudinal study that includes assessment testing quantitative 

data & interview qualitative data could yield diverse insight on the efficacy of PACH and help 

determine how other heuristics can be developed for architectural education.  Therefore, further 

research is warranted to address three opportunities in architectural instruction: develop 

heuristics to combat self-doubts and myths of creativity in architectural design, incorporate 

game-play-pedagogies, and ladder exercises to strategically address education holistically in the 

curriculum.  Eventually, the PACH game should be translated into the digital space. This will 

allow architecture students to continue the learning process with classmates after the in-class 

dialogue ends.  Students could use an online version of the PACH card game to hone divergent 

thinking skills playing SCAMPER in virtual groups or solitaire and use the PACH heuristic suite 

to sharpen convergent thinking skills with digital presentations that tie all parts together. 
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Figure 1. PACH facilitates brainstorming with removable post-it-notes that relate SCAMPER to 
design projects to teach students how to appropriately critique creative designs using objective 
adjectives, such as (deficient, developing, consistent, and exemplary), for equitable consistency. 
 

 
Figure 2. PACH cards are large enough to work well as a base for post-it-notes and prototyping, 
and small enough to comfortably hold playing a card game solitaire or with other students. 
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Figure 3. PACH coordinates post-it-notes, sketches, study models, and brainstorming.  Cards in 
linear arrangements can convey narratives, and grids can explore relationships among ideas.   
 

 
Figure 4. PACH heuristic set conveniently coordinates game play, journals, sketches, diagrams, 
study models, and self-assessments in five subjects related to creativity in architectural design. 
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Figure 5. PACH cards show suit, subject, categories, scoring, and SCAMPER technique to play. 

 
Figure 6. SCAMPER questions apply to design subjects. PACH sets include two wizard passes.  
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Figure 7. PACH is a heuristic that encourages self-assessment by tallying card game scores. 

 

Figure 8. PACH targets five subjects informed by creativity that relate to all design projects.  

PACH SUIT   PACH CATEGORY              PACH SCORE 
CONCEPT   Creativity    10 
    Human Dimension   10  
FORM    3-D Resolution   10   
    Composition    10  
CONTEXT   Site Design    10 
    Zeitgeist    10 
FUNCTION   Circulation    10 
    Organization    10 
PERFORMANCE  Building Systems   10 
    Social Systems   10 
SKILLS   Divergent Process and Convergent Product Presentation* 
TOTAL MAXIMUM SCORE     100 
 
*Divergent thinking skills used during the design process and Convergent thinking skills  
illustrated during design presentation included on all cards and factored into each score.  
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How High-Tech Industry Professionals Perceive and React to the Impact of Their 
Activity in People’s Privacy and Autonomy 

A reporter from The New York Times asked a computer scientist from Microsoft who should 
be responsible for algorithms’ threats to people’s autonomy; the scientist replied that this 
issue should be addressed by specialists in the ethics field (Martin, 2019, p. 835). Given the 
spread of products and services that pose threats to people’s privacy and autonomy, it is 
reasonable to assume that the position of the scientist mentioned above is a characteristic that 
permeates the high-tech industry. For the purpose of this study, the high-technology industry 
is that which uses algorithms and artificial intelligence (AI) in its products and services. 
Another characteristic of this industry is that any person is a potential user of their products 
and services and susceptible to a breach in their privacy (e.g., social media service providers 
or e-commerce retailers). Through this qualitative phenomenological study, we aim to 
investigate if and how professionals from the high-technology industry reflect on their 
professional activity and how this reflection affects their decision-making and well-being. 
Two of the theoretical frameworks that inform this survey are availability heuristics (Hayibor 
et al., 2009) and moral foundations theory (MFT) (Athota et al., 2020). The concept of the 
availability heuristic informs this study by offering a frame to explain that professionals are 
prone to adjust their moral standards to the behaviors and mentality prevalent in their 
working environment; however, that type of working environment limits the span of their 
ethical reflections. MFT informs this study with the theory that individual and organizational 
well-being is positively related to making the decisions that are perceived as morally 
adequate. By combining these two theories, we argue that the high-tech industry’s working 
environment causes its professionals to act in an ethically debatable manner in relation to 
people’s privacy and autonomy; this is a potential source of psychological discomfort. The 
methodology will consist of six to ten in-depth interviews with participants from a high-
technology industry with a minimum of 5 years’ experience, an academic background in an 
information and communications technology (ICT) related major, and having graduated a 
maximum of three years before starting their professional activity in the high-technology 
industry. Purposeful sampling by snowball selection will identify potential participants that 
follow the criteria discussed. Interpretative phenomenological analysis (IPA) 6-steps method 
will be used to identify and describe the phenomenon—the high-tech professional’s 
reflections and perceptions—about the impact of their professional activity on peoples’ 
privacy and autonomy. The expected outcome is the identification that professionals from the 
high-tech industry have ethical concerns about the impact of their activity on people’s 
privacy and autonomy. Implications of this study could provide human resource and 
development practitioners with input to help high-technology professionals and organizations 
navigate the challenges of developing technology that secures people’s privacy and 
autonomy. By identifying their concerns and how they make sense of it, professionals from 
the HRD field can address their concerns, which will impact these professionals’ well-being. 
Furthermore, this study’s findings will inform diverse research areas interested in algorithms 
and AI’s impact on people’s privacy and autonomy. 
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Abstract 

     The rise of the COVID-19 pandemic caused radical changes in society. Shifts in both 

social and educational set up, combined with the effects of long-term isolation, prolonged 

confinement, and scarcity in resources, caused stress among students. This research focused on             

establishing how creativity and social connectedness help students manage this COVID-inflicted           

stress. Primarily, the efficacy of involvement in virtual creative groups as a COVID-19 coping              

mechanism was evaluated. The implications of the two essential spectrums of virtual creative             

groups—social network and creative network—were assessed. To gather data for this study, a             

20-item Likert questionnaire inquiring about the perceived effect of virtual creative group            

participation on students’ stress level while in a pandemic was administered among the virtual              

creative group participants in the Catholic Filipino Academy Homeschool. The instrument was            

divided into four segments: five (5) preliminary questions inquiring about COVID-19’s           

perceived effects on the respondent’s stress level, five (5) questions investigating the effects of              

virtual creative groups’ social aspect, five (5) questions regarding virtual creative group’s effects             

in terms of its creative spectrum and five (5) questions examining the overall influence of virtual                

creative groups on the students. From the total population of twenty-seven (27), only twenty-four              

(24) members were purposely chosen since three (3) were reported to have withdrawn from              

group sessions. Weighted mean was used to determine the students’ stress level. The interval              

width was calculated to identify the level of acceptability of the weighted means. The findings               

show that all of the four segments of the survey result in acceptable means. This indicates that                 

the respondents generally agree that pandemic isolation has significant effects on students’ stress             

level and virtual group involvement helps alleviate stress. From this finding, it can be concluded               

that virtual creative group involvement as a diversion, avenue for socialization, and an outlet for               



 

releasing negative emotions, is effective in reducing students’ stress levels, boosting stress            

tolerance; and aiding in strengthening the conditions of one’s psychological well-being amidst            

pandemic. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

INTRODUCTION 

The rise of the COVID-19 pandemic has caused drastic changes in all aspects of society. It                  

has brought forth the implementation of community quarantine, which has immobilized both            

social and economic movement. The students are the most affected by the situation.  

With the pandemic isolation comes the radical adjustments in people’s day-to-day living.             

The enforcement of community quarantine resulted in the prohibition of in-person interactions.            

Hence, in Philippine educational system, this indicates a modification in the standard            

face-to-face arrangement of classes. The customary learning configuration that requires the           

physical presence of learners is, at present, substituted with virtual classes. This shift in both               

social and educational set up, combined with the effects of long-term isolation and scarcity in               

resources, imposes a need for students to cope. Consequently, reports on the development of              

anxiety, loneliness, and socio-psychological stress of students have significantly increased after           

the aforementioned changes in the previous “normal” (World Economic Forum, 2020).  

In line with this, the formulation of several pandemic coping mechanisms came to light.              

The heightened utilization of modern technology and creativity is apparent. Social platforms are             

now used to fill the lack of social connectedness brought upon by the pandemic. Among these                

established mechanisms is the creation of creative groups using online platforms. Virtual creative             

groups are online clubs and club gatherings that promote creativity, productivity and social             

connectedness. The number of these virtual creative organizations and other related events have             

tremendously increased since the start of the pandemic. This initiative might be suggestive of a               

correlation between involvement in virtual creative groups and students’ attempt to minimize the             

negative impact of the changes brought about by the pandemic on our socio-psychological             

health—an issue worth examining especially in this COVID-19 pandemic. 



 

 The implementation of virtual clubs in the Catholic Filipino Academy Homeschool           

Senior High School holds great potential in supporting this inquiry. The CFAH-SHS program             

launched online creative clubs to enrich students’ learning experience especially since           

COVID-19 has restricted organization of school activities, which serve as avenues for both             

learning and socialization. The launching of creative groups (clubs) at CFAH served as the data               

source for the study to establish the correlation of students' stress level, social connectedness,              

and creativity while in a pandemic isolation.  

 It is in this light that this study was conducted. This research aimed to establish               

explanations on how creativity and social connectedness helps students manage stress when            

faced with the challenges of a pandemic. 

 This was mainly for the purpose of establishing possible explanations that can potentially             

cause the development in coping mechanisms of students when faced with stressful situations             

caused by pandemic isolation.  

 

Statement of the Problem 

This research aims to find out how much involvement in virtual creative groups affects              

the stress levels of senior high school students in the Catholic Filipino Academy Homeschool.              

The research was conducted during the first half of the academic year 2020-2021. Additionally,              

the researchers sought answers to the following research questions: 

1.What are the perceived effects of the COVID-19 pandemic on students’ psychological            

health?  

2. How do social connectedness and creativity affect students' stress levels while in a              

pandemic?  



 

3. What are the perceived implications of involvement in virtual creative groups on             

students' stress levels during the pandemic?  

 

REVIEW OF RELATED LITERATURE  

 This section of the research paper synthesizes the review of published constructs related             

to the topic of the study. The context of COVID-19, socialization, creativity, and             

psychology—the primary variables of this investigation, were evaluated to serve as the basis of              

the analysis of the results of the research. 

 

COVID-19 Social Immobilization Due to Quarantine on Psychosocial Health 

 In his cross-sectional study, Prati (2020) investigates the psychological impact of social            

immobilization brought about by quarantine and its psychosocial predictors. The examination           

aimed to explore the negative and positive determinants of the COVID-19 pandemic that             

influence individuals’ psychosocial system.  

 The findings of the investigation revealed that individuals’ psychosocial well-being while           

socially immobilized are significantly influenced by gender (women), age, socio-economic          

status, occupational status (unemployed), financial loss, media exposure, worry, coping efficacy,           

trust in the institutional response, and mental health symptoms. It was also shown that coping               

efficacy and trust in the institutional response to the epidemic of COVID-19 are integral              

predictors of both mental health symptoms and well-being. There was a small to medium              

correlation between worry and trust in the institutional response to the epidemic of COVID-19              

and the respondents’ mental health symptoms and well-being. 

 



 

COVID-19 Pandemic on Students’ Mental Health 

 Duraku and Hoxha (2020) investigated Covid-19’s influence on the different aspects of            

students’ life. This study examines the level of discerned anxiety and stress and analyzes              

students' approach towards online learning, including the interplay among educational skills,           

students life, approach toward online learning, with anxiety level and discerned stress. They             

predicted that a student’s mental health may worsen over extended periods of physical distancing              

and online learning.  

 The second stage of the study was conducted in a virtual (Google meet) focus group               

discussion. The point of view on the preparatory findings and their recommendations for further              

procedures that the university should take after the COVID-19 period were gathered. After             

processing the data, the findings were discussed with the students. A group of 10 students were                

engaged in the focus group discussion. The data collected in the first stage are the questions                

drawn up based on the results from the quantitative and qualitative data. The focus of the said                 

discussion was considered additional and essential both for data validation and gathering            

recommendation for this current study. 

 With the pandemic still on-going, there are limited findings on this study on the impact of                

the COVID-19 situation; nevertheless, considering the continuation of the lockdown, further           

modification might be noticed during its later stages. This study can serve as basic evidence for                

the outcome of COVID-19 on the daily living and education of students. The study findings of                

the overall quantitative and qualitative (the household environment, the number of family            

members, and the interruption caused by the family members) confirm the difference in living              

arrangements, due to the COVID-19 pandemic have affected their discernment of online classes,             

their chance for learning, the measure of students attentiveness and focus on online learning and               



 

education engagements. Furthermore, deteriorated attention, concentration and lack of         

motivation and struggles experienced in learning online have big changes and effects on a              

student's life. 

 

Socializing to Recover From Work Stress: The Benefits of Acting Extraverted 

 Harste (2016) examines the effects of socializing, or activities that involve a person’s             

social interaction, on recovering from stress from work. From the findings of previous studies,              

people who actively participate in extraversion receive the best benefits from socializing with             

other people, and the relationship is mediated by something stated as a state positive effect.  

 Understanding the effects of social interaction on recovery from stress, especially from            

work, would be especially valuable to those who research about stress and recovery and other               

practitioners, given the pervasiveness of social activities. The research could then provide more             

effective strategies on avoiding and managing stress from work either off of it or at it. The                 

sample participants of this study were two hundred and thirty eight students who were currently               

attending The University of Tennessee at Chattanooga at that time. These students were collected              

through the UTC Psychology Department’s Research Participation System. Forty nine of these            

participants were male and their ages ranged from seventeen to fifty one. Race was specified in                

this research, mentioning the number of the races of the males. Dependence on the government               

was also asked from the participants and marriage status was also taken into account. The               

participants were then assessed in the following areas: Time Usage, Positive, Effect,            

Extraversion, and Quality of recovery. The tests they took were: the Positive and Negative              

Affectivity Scale – Expanded Form, Big Five Inventory (BFI; John et al., 2008; John &               

Srivastava, 1999) and the IPIP representation of Costa and McCrae's (1992) NEO facets for              



 

Extraversion (Goldberg et al., 2006), and the Need for Resource Recovery Scale (NFRRS;             

Cunningham, 2008).  

 The findings of the study have been found to be ambiguous in supporting that              

extraversion and positive effect play a role in stress recovery. However, recovery from stress can               

be greatly achieved, regardless of trait extraversion or being sociable.  

 

The Effects of Socializing Activities on Stress and Loneliness, As Well As on Business              

Climate and Company Productivity 

 Blagoev (2013) analyzes the effects of stress and loneliness on the business attitude and              

productivity of the people in companies from Bulgaria. Since it focuses on the effects of stress                

and loneliness on the companies, it stresses and focuses on the importance of socialization. This               

research finds that stress and loneliness can be mitigated through this method, providing a better               

environment for work and better work productivity. The participants of the study were given a               

questionnaire by the researchers themselves, through mail or email, which the participants gave             

back after they had accomplished answering them. The questionnaire then consisted of two parts:              

the opinion section where participants answer ten questions and choose one answer each.             

Questions 8 and 10 are where question hoices are designed to catch the intensity of feeling. The                 

participants were then given a demographics section where there were 5 listed questions about              

their gender, age, type of occupation, sector of organization and education. The sample             

population was collected from employees and managers from Bulgarian companies that were            

found in Sofia who were between 20 and 55 years of age. The findings do support the common                  

statement that bad socialization negatively affects stress and loneliness, making them worse.  



 

 These findings show that there is a need to monitor the feelings and attitudes of people in                 

their environment, to be able to identify warning signs that the person may be feeling negatively                

and staging a proper intervention.  

An Overview of Systematic Reviews on The Public Health Consequences of Social  

Isolation and Loneliness 

 Leigh-Hunt and their colleagues discuss the numerous possible effects that social           

isolation can have on different individuals. The group of researchers investigated eight databases             

from the years 1950 to 2016 and found 90 papers about social isolation and loneliness. The                

following databases were searched Web of Knowledge, SCOPUS, EMBASE, ASSIA, Medline,           

PsycINFO, Campbell Collaboration and Database of Abstracts of Reviews of Effects, and they             

used the terms social environment; social isolation; social vulnerability; social engagement;           

loneliness and psychosocial support. They used a measurement tool to assess systematic reviews             

(AMSTAR) for the evaluation of the reviews, and grading of recommendations, assessment,            

development and evaluations (GRADE) to evaluate the results within these reviews. Of the 90              

papers, 40 were systematic reviews which they focused on for the main synthesis. All of these                

reviews were published from 2000 to 2015. The aim was to present a clear synthesis on the                 

consequences of social isolation and loneliness on people’s health and behavior. Their findings             

from the overview of 90 different papers showed a significant relationship between an             

individual’s mortality and physical health. They pointed out the repeating patterns of health risks              

coming from loneliness and social isolation.  

 

 



 

Online Support Groups for Depression in China: Culturally Shaped Interactions and           

Motivations 

 The fear of being confronted by societal judgment and rejection is one of the reasons why                

some individuals resort to finding emotional support in an online platform than in an offline               

setting. The comfort provided by an ‘online safe haven’ prompts those who are suffering from               

mental health issues to ventilate their emotions virtually, leading to a diminished feeling of              

isolation and an increase in one’s sense of empowerment. Numerous studies have shown that the               

concept of empowerment is one of the most notable strengths possessed by online support              

groups. To expound more on this matter, Staples (1990) and Wallerstein (1992) defined             

empowerment as an individual’s capability to make his or her own decisions, access relevant              

resources, and undergo personal growth as results brought by developing skills and abilities.  

A study titled “Online Support Groups for Depression in China: Culturally Shaped            

Interactions and Motivations” by Eschler, Reddy, & Zhang (2018) attempted to examine how             

individuals can benefit from the integration of online support groups into their depression             

management practices. It also delves into the performance of virtual support groups in a country               

like China, where mental health is considered a social stigma and a taboo topic at the same time.                  

Moreover, the research seeks to show the implication that online support circles can foster              

individual empowerment and also plays an important role in the destigmatization of mental             

health in China.  

For the collection of necessary data, the researchers performed a virtual ethnography on             

China’s largest and most popular online forum for individuals with mental illnesses called             

Sunshine and on the site’s private chat groups that operate through QQ, an instant messaging               

service in China. Interactions and discussion topics of online users on these platforms were              



 

rigorously observed by proponents for four months and a total of 562 posts from more than 100                 

forum users were gathered and analyzed. To further support the validity of information,             

semi-structured interviews were also carried out through telephone and instant messaging           

applications. Fifteen (15) participants with varying levels of depression and engagement in the             

Sunshine online forum were recruited by researchers using a maximum variation purposive            

sampling strategy. 

After thorough derivation of themes from interview answers and ethnography data, the            

findings have shown that the online platform, Sunshine, is utilized as a coping mechanism that               

can help and support others and even the users themselves emotionally and mentally. Such              

means include information exchange regarding medication and coping skills, peer diagnosis and            

peer therapy, public journaling or self-tracking and storytelling, and emotional support exchange.            

It was concluded that these types of methods transpired as an alternative solution for the lack of                 

competent doctors and psychologists in China as a negative effect brought by the stigma. On the                

other hand, with regards to the motivations behind signing up for Sunshine, the study has               

discovered that online users were enticed to join as they see the platform as a primary source of                  

information about depression. With the lack of access to mental health resources, treatment             

facilities, and licensed psychiatrists, participants use Sunshine for the purpose of seeking            

treatment, which they acquire from experiences and advice given by other online peers. In              

addition, online members were prompted to join for the intention of unburdening or             

self-expression, seeking acceptance and empathy, and cultivating healthy habits and coping           

skills. Lastly, in accordance with impacts brought by Sunshine on their users, the findings have               

reported that online support groups provide an increased knowledge and better coping on             



 

depression, a feeling of being ‘normal’, enhanced self-esteem and self-efficacy, and an elevated             

sense of belonging.  

To sum up, the researchers stated that social and cultural context can affect the way               

people use technology to manage their depression. Moreover, benefits like peer support and             

community building provided by engaging in online groups increase one’s knowledge, alleviates            

isolation or loneliness, and reinforces self-esteem, thus stimulating the sense of empowerment on             

an individual. In the subject of empowerment, the authors of the study reiterated that the               

presence of social support and interaction diminishes feelings of isolation, therefore,           

strengthening and empowering an individual emotionally. Reliance on oneself and peers for an             

appropriate and effective treatment instead of depending on a professional’s advice gave users             

the feeling of empowerment as well. Through methods like public journaling and expressing             

one’s self on forums, participants feel like they have full self-control on their conditions, and in                

turn, this contributes to a user’s sense of empowerment.  

 

Group Creativity on An Interpersonal Perspective 

 Oztop (2017) discusses two major creative constructs—sociocognitive and        

sociocultural—aimed at understanding the interrelated creative processes present during group          

collaboration. In her thesis, she explains that the sociocognitive approach is primarily concerned             

with how the mind of an individual can result in creative processes. It is based on the                 

person-oriented belief, determined by intrinsic factors such as personality traits, cognitive           

ability, and intellectual capacity, resulting in outputs that can be measured quantitatively. It is              

further divided into three models; Componential model (Amabile, 2012), Input-Process-Output          

(IPO), and Motivation Information Processing (MIP-G) that considers the expertise or           



 

domain-relevant skills of an individual, task orientation, and task motivation, which is either             

accomplished through epistemic or social means.  

 On the other hand, with the allusion to Glaveanu's work of Creativity as a Sociocultural               

Act (2015), Oztop (2017) classifies sociocultural as an approach that expounds on the central              

argument that group creativity arises from collaborative-flow-construct characterized by         

extrinsic factors such as communication, interaction, and establishing relationships with peers or            

with the environment. It is substantially considered as a long-term process that evaluates             

qualitative data and is further categorized into two major models; Shared Representational            

Resources Model (SRRM) and Perspective Model of Creative Action. These two models are             

concerned with how dialogues, culturally related factors such as language, traditions, and            

perspective-taking can affect creativity in group collaboration.  

 With the aim to understand the aforementioned methods to define and measure creativity,             

Oztop conducted four empirical research—first focusing on social flow; second on creativity in             

closeness and perspective taking; third on the role of intersubjectivity and intrinsic motivation;             

and fourth on the dynamics of group creativity.  

 The results of the study indicate that the flow experience, motivation, and empathy had              

inter-correlations with creativity. Furthermore, groups that were influenced by the factors of            

closeness received a higher score for their creativity ratings compared to the groups who did not.                

However, perspective-taking manipulation yielded results that had little to no effect on the             

group's creativity. On the other hand, creativity ratings and social perspective coordination are             

higher in adolescent groups while intrinsic task motivation and transactive dialogues were more             

prominent in primary-school groups. Task cohesion also yielded a high creative rating on all age               



 

groups and that correlation between intrinsic motivation and perceived competence are also            

observed. 

 To conclude, the study suggests that the disciplines of group creativity rely mostly on              

divergent thinking, which denotes that the novelty and the practicality of procured ideas are              

influenced by inductive processes originating from specific information processing to the           

establishment of a general output. However, the study delimits itself to physical interactivity.             

The significance of virtual platforms and other technological innovations were remotely           

considered as major factors affecting group collaboration and creativity.  

Extracurricular activities associated with stress and burnout in preclinical medical          

students 

 Fares, Saadeddin, & Aridi (2016) observe the commonality and frequency of fatigue and             

stress among preclinical medical students and evaluate the relationship of a student’s            

involvement in extracurricular activities and stress and mental fatigue relief in preclinical            

medical students. The main reason for this research is the growing concern of the developing and                

increasing amounts of stress among medical students. This research paper tries to identify how              

extracurricular activities provide stress relief and which extracurricular activities provide the           

most effective stress relief. The researchers collected their data using a cross-sectional survey             

that was done on a random sample of 165 preclinical medical students. The distress levels of the                 

students were measured using the 12-item General Health Questionnaire. Their burnout levels            

were then evaluated using the Maslach Burnout Inventory-Student Survey. The test then assessed             

three related aspects that caused a student’s burnout: emotional exhaustion, cynicism, and            

academic efficacy.  



 

 The findings indicate that being a female or a student in the first year were correlated                

with higher levels in stress and mental fatigue or burnout. They also show that music related                

activities cause a student to have lower burnout, but living with parents and social activities had                

correlation to lower academic efficacy. These findings show that there really is a need for               

students to participate in some form of extracurricular activity, so as to be able to get through                 

school life. They also show that extracurricular activities dealing with music are especially             

beneficial to students in general. It is also good that the researchers were able to provide further                 

conclusions that different genres of music could result in different levels of stress relief. 

 

An Investigatory Study into the Relationship between Extracurricular Activities and          

Stress/Worry In Exam Years  

 Kelly (2012) examined participation in extracurricular activities in exam year secondary           

school students and how it affected the students' stress and worry. This research is mainly               

concerned with the beneficial aspects of extracurricular activities and its relationship with            

positive impacts on stress and worry and how this is exhibited in exam year secondary school                

students. It is highly exhibited that the authors of this study agreed with past research that                

showed support for extracurricular activities impacting positively on stress and worry. This study             

involved secondary school students who were given a booklet of questions to complete which              

comprised three standardized questionnaires and eight demographic questions, which formed a           

total of forty eight questions. The students completed the booklet in twenty minutes of a normal                

forty minute class period. These students were collected using a random sample design. The              

variables that were included and examined in the research were: Participation in extracurricular             

activities, Stress, Anxiety and Procrastination. They were then examined against each other,            



 

along with the normal demographic variables. The results found that students with high             

procrastination levels had steadily higher and higher stress levels. Some major findings find that              

extracurricular activities are truly a contributory factor to better stress relief. However, some             

things in extracurricular activities actually cause more stress, such as team extracurricular            

activities and activities that involve contact. While overall, extracurricular activities do help with             

stress, there are many individual aspects within them that may actually cause stress with the               

students.  

 

Theoretical Framework 

Theories on Creative Involvement 

One of the primary variables of this research is students’ involvement in virtual creative              

groups, a construct constituted by two independent contexts: creativity and students’ state of             

involvement. The following established theories: the Psychoanalytic Theory of Creativity (           

Freud, 1985) and Theory of Involvement (Astin, 1999); this investigation served as the             

foundation of the study.  

 According to the Psychoanalytic Theory of Creativity (1985), creativity arises from           

repression brought about by an individual’s external environment. The act of creating serves as              

an avenue for the materialization of unconscious drives provoked by unfavorable circumstances            

in one’s surroundings. The theory essentially illustrates creativity as an outlet for mechanism in              

terms of managing negative biological energies. Through the act of creation, feelings of stress              

and regress are transmuted into more productive outputs. 

 The Theory of Involvement (1999), on the other hand, suggests that involvement in any              

form of co-curricular activity positively influences students’ overall development. It explains           

how operating through psychosocial and physical input in the process of involvement invokes a              



 

sense of satisfaction and motivation in students. Astin also cited that the quantity of involvement               

among students in such activities is directly proportional to the quality of evolution as a product                

of the process. The amount of effort and time expended for involvement in co-curricular              

activities, therefore, is related to students’ overall success.  

 Relating the theories above to the context of this examination, it can be suggested that               

involvement in creative groups pose implications on students' non-academic and academic           

performance. It should also be noted that the level of involvement might be of high significance                

to the effects of virtual creative group participation to students. 

Theories on Stress Management 

The American Psychological Association (2020) precisely stated that stress is “the           

physiological or psychological response to internal or external stressors.” In addition to what has              

been denoted, the concept of stress is also classified into three main categories: stimulus (a               

change or event that evokes an adjustment from an individual), response (a reaction that occurs               

when faced with a threat or challenging situation), and transaction (a product of the relationship               

between people and the complex environment they find themselves in). With relevance to this,              

Walinga (2014) asserted that an individual’s self-conceptualization of stress directly affects his            

or her reaction or adaptation. It was stated in her book Introduction to Psychology that the                

personalized interpretation of stress influences the coping mechanisms and strategies one makes            

use of.  

To further understand the relationship between personal stress perception and coping           

adaptations, this study is anchored on two stress management theories: the Transactional Theory             

of Stress and Coping and the Conservation of Resources Theory.  



 

The Transactional Theory of Stress and Coping (TTSC) developed by Richard Lazarus            

and Susan Folkman (1984) illustrates that stress is an outcome of a person-situation interaction.              

It predominantly argues that no circumstance is inherently stressful, instead, the stress which             

transpires from the interchange between an individual and his or her environment is solely              

dependent on the subjective cognitive judgement of the person (Zakowski, Hall, Klein, & Baum,              

2001). In this theory, Lazarus generally situated a person’s appraisal of a stressor at the centre of                 

the stress experience (Walinga, 2014). The model demonstrates three stages of stress appraisal or              

assessment. First is the primary appraisal which entails the discernment of whether a particular              

stressor constitutes a threat or not. Subsequently, secondary appraisal is the phase wherein an              

individual evaluates his or her options for potential coping strategies that can help address any               

perceived threats from the preceding stage. Lastly, to complete the model, a process of              

reappraisal must occur alongside. This is the continuous and ongoing reevaluation of the stressor              

and the mechanisms for coping with that stressor.  

This particular theory imparts a strong conceptual foundation for this research as it gives              

an overview of how an individual derives his or her own coping methods. It substantiates the                

idea that such creation of mechanisms is necessary and instinctive to combat any psychological              

impairments brought by stress. The researchers see this theory as a great help to the study in                 

view of the fact that it is believed to potentially support the assumption that involvement in a                 

virtual creative group—a derived coping mechanism—can alleviate the stress imposed brought           

by the current pandemic isolation—the perceived threat or stressor on an individual’s            

psychosocial well-being.  

 

 



 

Conceptual Framework  

PC Model 

 

Figure 1. POM for the Correlation between Participation in Virtual Creative Groups and the 

Stress Levels of CFAH Senior High School Students during Pandemic Isolation 

 

 

The paradigm is an illustrative study of the establishment of involvement in virtual             

creative groups as a coping mechanism to the threats caused by pandemic isolation. The figure               

presents the analysis of the mentioned mechanism and its fundamental foundations: Social and             

Creative Network. All of the stated items are studied under the context of CFAH-SHS. 

 

METHODOLOGY 

Research Design 

As a non-experimental study, this research was conducted through surveys. This           

particular approach was done for the principal purpose of gathering unmediated and precise data              

directly from the subjects under investigation. Furthermore, the study applied the descriptive            

research design as it aims to report the efficacy of virtual creative groups, in both its social and                  



 

creative aspects, as a coping mechanism for combatting stresses brought by pandemic isolation.             

Consequently, this design was employed to describe the attitudes and behaviors of students             

during the COVID-19 Pandemic.  

Participants of the Study 

Twenty-four (24) active CFAH-SHS members were purposely chosen to take part in            

answering a survey. Correspondingly, participants came from varying types of          

organizations—namely Math, Youth Volunteers, Photography, Visual Arts, Fiction Writing, and          

Speaker's Club. Purposive sampling was employed. This method was chosen as to avoid             

gathering null data from members who do not actively participate in club sessions. 

Demographic Profile 

 

Figure 2. Graph Representing the Age Group of the Respondents 



 

As shown in Figure 2 above, the range of the respondent’s ages is from age 15 to 21.                  

Majority of the respondents belong into the age group of 16, while the age group with the least                  

respondents was the age group of 20. There is one respondent each for age groups 15, 19, and 21,                   

there are four respondents for age group 18, eight respondents for age group 17, and nine                

respondents for age group 16. 

 

Figure 3. Graph Representing the Numbers of Male and Female Respondents 

FIgure 3 shows the number of participants by gender. Twenty (20) of the respondents are               

female, while four (4) of the respondents are male. 

 



 

Figure 4. Graph Representing the Grade Levels of the Respondents 

Figure 4 shows the grade levels of the respondents of the surveys. 20 of the respondents                

were from the 11th grade, while four of the respondents came from the 12th grade. 

 

Figure 5. Graph Representing the Clubs Involved In of the Respondents 

Figure 5 represents each of the clubs that the respondents came from. There is a greater                

number of clubs than respondents due to the fact that some of the respondents have joined                

multiple clubs simultaneously. It is shown that four of the respondents came from the              

Photography Club, four from the Voice club, three from the Speaker’s Club, two from the Youth                

Volunteer’s Club, five from the Visual Arts Club, five from the Fiction Writing Club, and eight                

from the Math Club. 

 

 



 

Instrument 

The main instrument used for the data gathering procedure is a structured questionnaire             

that is intended to elicit data regarding the respondents and the virtual creative group they belong                

to. The survey form was derived from Sheldon Cohen's Perceived Stress Scale and the              

Copenhagen Psychosocial questionnaire. The questionnaire was set in a Likert format. It consists             

of four main parts with the first section being a set of preliminary questions that focused mainly                 

on the respondents’ mental state during the pandemic. Following this is the second part that               

contains inquiries regarding their views about the social aspect of virtual creative groups.             

Consequently, the third section is composed of questions related to the other side of the               

spectrum, virtual creative group’s creative aspect, and how it helps the respondents during the              

pandemic. The fourth and final segment examines virtual creative group participation altogether.            

The questionnaire was validated by three (3) research specialists for approval. Upon validation,             

the researchers conducted a pilot test or pre-test of the revised survey form among three (3)                

students who were not actual respondents for this research. Subsequently, revisions and            

improvements were made according to the feedback received by the researchers. 

Data Gathering Procedure 

The data needed for the research was collected through an online survey questionnaire             

sent to senior high school students who are part of a virtual creative group offered by CFAH. The                  

said questionnaire was uploaded through Google Forms and was dispatched through CFAH mail,             

Messenger, and Instagram Direct. In measuring the effectiveness of virtual creative groups on             

respondents’ stress levels, the researchers applied the Measure of Central Tendency approach,            

focusing on the calculation of mean per instrument segment.  



 

Corresponding values were assigned to all responses on survey questions based on the             

scale below:  

                                             Table 1. Likert Scale     

 

To assess the degree of acceptability of the proposed variables, computation of the             

interval width was performed. Based on the interval width, the corresponding verbal            

interpretation of the calculated mean per instrument segment were assessed as shown on the table               

below: 

                                         Table 2.  Verbal Interpretation 

 

 

Statement Assigned Value 

Strongly Agree 4 

Agree 3 

Disagree 2 

Strongly Disagree 1 

Calculated Mean Verbal Interpretation 

3.25 - 4.00 Highly Acceptable 

2.50 - 3.24 Acceptable 

1.75 - 2.49 Unacceptable 

0 - 1.74 Highly Unacceptable 



 

RESULTS 

The following tables present the acquired data from all responses provided by the             

respondents. Additionally, further analysis and interpretation was also given below.  

 

 

Table 3 presents the preliminary evaluation of the respondents’ emotional state. Majority            

of the findings show that students perceived the COVID-19 pandemic as a deterrent to their               

overall psychological health. It is therefore suggested that it augments one’s levels of stress,              

anxiety, agitation, and lack of control. Based on the calculated mean of 2.85, it can be concluded                 

that respondents collectively agree that the pandemic has affected them negatively. This clearly             

implies that pandemic isolation might be detrimental to an individuals’ emotional well-being. 

 



 

 

 

Table 4 above displays the impact of virtual creative groups on students’ stress levels with                

regard to its social aspect. With a calculated mean of 3.02, all responses exhibit the efficacy of                 

virtual creative groups in fulfilling the need for interaction and socialization—a prohibited            

human necessity during the COVID-19 outbreak. Results show that online clubs might be             

functioning as a way for connection despite restrictions on physical contact. This is mainly done               

through the exchange of ideas and thoughts during their virtual meetings.  

 



 

 
 

Concerning the creative aspect of online clubs, Table 5 exhibits the degree of its influence on                 

CFAH-SHS club members. With a general average of 2.96, it is inferred that respondents agree               

to the suggested positive impact of virtual creative groups’ creative aspect on stress levels. The               

data also reveals that activities that help bring out one’s creative expression alleviate the stresses               

brought by pandemic isolation. Consequently, it shows that virtual creative groups might be             

acting as a valuable mechanism in diverting one’s attention from the anxieties brought by the               

pandemic thus, reinforcing focus and productivity. Moreover, it can be concluded that these             

creative clubs might be potent outlets for releasing negative emotions and can function as              

channels for relaxation and psychotherapy.  

 



 

 
  

On the personal views of respondents regarding virtual creative groups’ benefits on             

emotional health, Table 6 shows that they all acknowledge and agree on its extent of efficacy.                

The weighted mean of 2.78 proves the hypothesis that virtual creative groups are effective              

coping mechanisms in enhancing an individual’s emotional resilience during a pandemic crisis.            

It can be deduced that by participating in an online creative group, specifically in virtual clubs,                

the stress levels of students may be reduced, their stress tolerance may be boosted, and their                

psychological well-being may be strengthened. The aforementioned findings may be utilized to            

conduct further studies supporting the presented theories pertaining to virtual creative group            

constructs.  

 

 

 

 

 



 

CONCLUSION AND RECOMMENDATIONS 

 This final section discusses the summary of findings, conclusions drawn from the data,             

and recommendations developed in line with the conclusions. 

From the undertaken statistical methods in measuring and analyzing the data, the            

following findings were drawn: 

1. Perceived Influence of the Pandemic on One’s Emotional and Mental Well-being 

In this particular matter, respondents were asked to assess their current emotional            

state in the time of a pandemic crisis. This section was expected to reflect the substantial                

impacts of COVID-19 on one’s mental health. Correspondingly, the responses manifested           

that pandemic isolation poses psychological consequences and elicits feelings of anger,           

distress, anxiety, and lack of control or command on task execution. All respondents             

agreed on all indicators except for one. The statement that says, “I cannot cope with all                

the things that I have to do because of the pandemic”, received a mean of 2.42 which                 

signifies that most respondents are in opposition to this remark. With a weighted average              

of 2.85, which translates to an “acceptable” verbal interpretation, the data suggests that             

the pandemic constitutes a threat that causes emotional instability as a reaction.  

2. Perceived Efficacy of Virtual Creative Groups in Terms of its Social Aspect 

In evaluating its role concerning socialization, virtual creative groups are viewed           

as beneficial and functional. All in all, the data indicated that most respondents agree              

with the notion that virtual collaboration is a sufficient substitute for the physical             

interaction people were previously accustomed to. In this aspect, the indicator stating, “I             

find it pleasant when I can connect with my peers inside and outside of my virtual                



 

creative group”, accumulated the highest degree of agreement with a weighted mean of             

3.25 and a corresponding verbal interpretation of “strongly agree”. Moreover, data           

findings attest to the benefits provided by virtual creative groups in relation to connecting              

with peers. Garnering a general average of 3.02, this premise is deemed “acceptable” and              

also implies that involvement in online clubs furnishes an individual with emotional            

support.  

3. Perceived Efficacy of Virtual Creative Groups in Terms of its Creative Aspect 

This section is intended to determine the role of virtual creative groups in             

alleviating stress levels by means of inducing creativity and productivity. Upon           

examining its creative aspect, it can be deduced that respondents generally agree that             

online clubs act as channels for artistic expression as represented by all mean values              

ranging from 2.63 to 3.17 and a general average of 2.96, deeming this notion as               

“acceptable”. Hence, it suggests that participation in virtual creative groups is an            

effective coping mechanism as it imparts relaxation and psychotherapy when one           

manages negative emotions in a much innovative and productive manner. 

4. Perceived General Evaluation of Virtual Creative Groups  

This section inquires about the general perception of the students with reference            

to their involvement in virtual creative groups. It contains five questions probing on their              

productivity and emotional state influenced by the activities they are affiliated with            

during the pandemic. The data gathered were deemed to be "acceptable" with mean             

values ranging from 2.50 to 3.04 and an overall weighted mean of 2.78. The statement, "I                

feel that what I do in virtual creative groups during the pandemic is meaningful" garnered               

the highest level of agreement. It suggests that the relevance of virtual creative groups              



 

predominantly lies in its ability to provide students an avenue for personal development             

and life-fulfilling ventures despite the presence of social restrictions. Likewise, it is            

evident that these online group activities foster positive coping mechanisms possibly           

linked with high stress tolerance, resiliency, and emotional stability of an individual.  

 

Conclusions 

Based on the findings provided, the following conclusions were drawn: 

1. The COVID-19 pandemic indeed has negative implications on students' psychological          

health. It augments one’s levels of stress, anxiety, agitation, and lack of control.  

2. Virtual creative help relieve stress during times of isolation, specifically, this current            

COVID-19 pandemic. The socialization and interaction involved with these activities,          

shown in the sharing of students ideas and creative spirit with fellow club members, are               

able to alleviate the stress that students felt. These groups also provide a diversion from               

the current situation and are also able to enhance students’ focus and concentration on              

their everyday work and requirement through the creative activities it provides. 

3. Students' involvement in creative groups is deemed essential and one of the most             

effective way to relieve students’ stress, it allows students to be with friends and share               

their hobbies and interests. It acts as an avenue for sharing ideas, socializing, and              

interacting amidst the pandemic. This, in turn, relieves stress and allows students to focus              

more on their normal day to day activities and official requirements. Generally, virtual             

creative group involvement is highly suggested therapeutic to students’ psychosocial          

systems. 



 

Recommendations 

From the aforementioned conclusions, the following recommendations were developed: 

1. The formulated research instrument can be reused for the data-gathering of similar            

studies since there is a lack in published questionnaires designed to measure the             

implications of creativity on students’ stress level.  

2. The data gathered can be further established through the use of higher Statistics. 

3. To maximize the efficacy of virtual creative groups in improving stress levels, virtual             

creative clubs can be organized in non-academic settings.  

4. Virtual creative groups can be implemented in school programs to aid students in coping              

with the pandemic. 

5. Further studies can be accomplished by other researchers given that there is a scarcity in               

established literatures focusing on virtual creative group constructs, particularly its          

implications on stress levels. 

6. Researchers who study similar topics may use this as a basis in future investigations.  
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Appendix B 

 

Senior High School Students’ Stress Level and Social Connectedness: Involvement in 

Virtual Creative Groups During Pandemic Isolation 

Research Questions: 

1.What are the implications of the COVID pandemic on students’ psychological health?            

2. How does social connectedness contribute to students' stress levels while in a  

   pandemic? How does creativity affect students’ stress levels while in a pandemic? 

3. What are the implications of involvement in virtual creative groups on students' stress  

    levels during the pandemic?  

 

STRESS LEVEL QUESTIONNAIRE 
 

Greetings! 
  

We are team M4luhm1g of CFAH’s Practical Research II class. At present, we are               
conducting a research study on Senior High School Students’ Stress Level and Social             
Connectedness: Involvement in Virtual Creative Groups During Pandemic Isolation. Our paper           
aims to establish the effects of virtual creative group participation on individuals when faced              
with stressful situations caused by a pandemic and the quarantine/isolation that comes with it.  
  

In the context of our study, creativity is anything that arises from any human activity that                 
produces something new. It could produce anything from physical objects to a music score to a                
new mental construct. Creativity is present when major artistic, scientific and technical            
discoveries are made. Virtual creative groups, on the other hand, are groups of people who do                



 

similar activities together in order to learn or improve their skills. It also advocates productivity.               
All CFAH clubs are considered virtual creative groups. 
 

In line with this, our team would like to ask 10 minutes of your time to complete our survey                    
questionnaire. Your participation will be much appreciated. Please observe honesty and integrity            
while answering all the questions. Rest assured that all of your responses will be treated with                
respect and confidentiality.  

 

 

Name (Optional): ____________________ 

Age: _________ 

Sex: _________ 

Grade Level: ________ 

CFAH club/s involved in: (Please tick in) 

       Math                        Science                        Youth Volunteers 

       Glee                         Fiction Writing             Speaker's Club 

       Photography           Visual Arts  

 
 

 
Kindly indicate if you agree with the following statements by ticking the blanks provided before 
your answer. 
 
I.  Preliminary Questions 
  This section assesses your stress level while under the COVID-19 pandemic and how it affects 
you and your daily life.  
 
1. I often find myself upset because of the present pandemic situation. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

2. Ever since the start of the pandemic, I have not often felt that I was on top of things.  

  

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 



 

 

3. I cannot cope with all the things that I have to do because of the pandemic. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

4. I often find myself worrying whenever I hear topics about the COVID-19 pandemic. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

5. The lack of socialization because of  COVID-19 restrictions has increased my “stress” level. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 
 
II. Virtual Creative Groups: Social Aspect  

This section contains questions concerning the effects of online creative groups on the 
social aspect of one’s well being.  
 
1. My involvement in virtual creative group is personally of great importance to me, especially  
   during this pandemic.  

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

2. I find it pleasant when I can connect with my peers inside and outside of my virtual creative  

   group. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

3. I enjoy discussing ideas with my peers during a virtual creative group session.  

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

4. Because of the pandemic, I often find myself spending more time with my virtual creative  



 

    groups.  

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

5. My involvement in a virtual creative group helps me socialize despite the COVID-19 social 

restrictions. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

 
III. Virtual Creative Groups: Creative Aspect 

This section inquires about how being creative helps relieve stress, especially during this 
time of pandemic. 

 
1. The creative activities in my virtual group gives me a diversion from the anxiety I am feeling  

   because of the pandemic. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

2. Despite the COVID situation, I find it easier to focus because of my engagement in my virtual  

   group’s creative ventures. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

3.  In this time of uncertainty, practicing my craft in my virtual group helps me grasp a sense of  

    command over daily occasions. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

4. Virtual creative group activities help me handle negative emotions in a productive way. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 



 

 

5. With all the stress brought by COVID, I find practicing creativity therapeutic.  

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

IV. Virtual Creative Groups 

     This final section evaluates the impact of virtual creative group involvement altogether. 

1. I feel that what I do in virtual creative groups during the pandemic is meaningful. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

2. The group I am involved in helps me grasp a clear direction or purpose in life in this time of  

    pandemic. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

3. In spite of the COVID situation, I find it easy to be happy because of my involvement  

    in a creative group. 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

4. Overall, my creativity in virtual group brings me mental, physical, and emotional harmony.  

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

5. I believe that my creative group participation helps lower my stress level while under the  

   COVID pandemic. 

 

___ Strongly Disagree ___ Disagree ___ Agree ___ Strongly Agree 

 

V. 



 

 Thank you so much for taking the time to answer this questionnaire. Your response will 

be of great help to this academic investigation. Our team guarantees that the data gathered will 

be treated with confidentiality and will only be used for research purposes. 



Which is More Important in Information Science Curricula:  
Computational Thinking or Digital Citizenship? 
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Abstract: In this paper, I discuss the importance of backward design in the Information Study 
curriculum from Period of Integrated Studies based on practice in teacher promotion programs. 
The curriculum that I proposed fosters the ability to critically study the use of ICT and 
information systems in society and propose alternatives through specific examples of using 
information systems for solving SDG-related problems. 

 
 
Introduction 
 
The Current Situation and the Recent Revision of Informatics Education in Japan 
 
 Education about information and communication technology (ICT), hereafter referred to as informatics 
education, is important worldwide to cultivate skills in the twenty-first century (Partnership for 21st Century Skills 
2009). In Japan, informatics education is implemented to achieve the following abilities: (1) utilize ICT for problem-
solving, (2) provide scientific understanding of ICT, and (3) promote attitude as a member of the information age 
(Ministry of Education, Science, Sports, and Culture 2000). However, according to the recent revision of the 
National Course of Studies (NCoS), the weights of the three objectives may change. 
 At the primary school level, although no specific subject area is dedicated to informatics education, NCoS 
recommends teaching ICT operation and cyber ethics/safety in various scenes of school education. However, the 
latest NCoS revised in 2017 demands teaching programming in mathematics, science, and/or arts and crafts. 
  At the lower secondary school level, basic principles of information processing in computers and internet 
communication, cyber ethics and security technology (including laws related to these topics), design and 
development of a multimedia product, measurement and control by sensors and programs, and the social influence 
of ICT are taught over about 20 of 175 hours dedicated to the Technology and Home Economics course. According 
to the revision of the NCoS in 2017, the design and development of a multimedia product was changed to the 
development of interactive web content by means of programming. 
 At the upper secondary school level, all students take Information Study, a 70-hour compulsory subject, by 
choosing either “Information Study for Participating Community” or “Information Science by Scientific Approach.” 
In schools, nearly 80% of students take the former subject. The NCoS revised in 2018 changed to designate 
“Information 1” as the compulsory subject, but it was designed based on the latter subject and by emphasizing 
databases, programming, modeling, and simulation, which were not included in the former. 
 

Carrier Education vs. Digital Citizenship 
 
 Informatics education has changed the weights of objectives according to the social needs of each decade. In 
the 1980s, the acquisition of operational skills for office software was emphasized as computer literacy education. In 
the 1990s, the widespread use of the internet and the World Wide Web demanded the ability to use information to 
solve problems and self-learn as well as knowledge of cyber ethics and security measures. In the 2000s, problem-
solving and collaboration were emphasized. However, based on the recent development of artificial intelligence 
technology, which utilizes big data, data science and programming are emphasized, and computational thinking 
becomes key. 
  The social needs described above show at least two aspects. The first is the aim to equally provide all 
children with learning opportunities that lead to promising occupations as to extend the range of future job choices. 
This may be related to objective (1). The second, seemingly similar to the abovementioned aim, is the policy by 



which to children must be educated toward high social needs to discover talents and develop them at the earliest 
stage, which may be related to objective (2). Both are related to carrier (or vocational) education, but the former 
emphasizes job assistance, while the latter emphasizes industrial development. In particular, the latter forces all 
children to learn useless content to discover a few talented ones. 
 One more aspect exists that is not concerned with vocational education, namely implementing informatics 
education as citizenship education, which may be related to objective (3). I described this goal in the 1997 report on 
the task force set up by the Ministry of Education, when I worked for the government as a curriculum specialist, 
with the following explanation: “It is important to develop an appropriate attitude toward participating in the 
creation of a desirable information society, with an understanding of the roles of information and ICT and their 
influence on our society.” All citizens can express their opinions through the election of parliament members who 
discuss legislation and budget proposals regarding how ICT should be used and regulated in society. The 
government’s ICT policies and services offered by private companies enrich our lives, but they can also draw risks. 
The choice not to use the service is not always free at the individual level. Therefore, it is necessary to acquire 
abilities to understand such systems from an early stage, consider them critically, and predict their merits and 
demerits. In addition, in order to make better use of them and operate them, we must be able to discuss the law, 
system design, operation rules—including provision of alternatives—not to use the system, risk avoidance measures 
at the individual level, and so on  for consensus building. 
 
 
Purpose 
 
 In recent years, school education curricula have been designed based on the competency standards that 
represent the abilities required in our society in the form of observable performances. This approach is used to meet 
the demands of evidence-based educational reform; however, in many countries, standards are defined in each 
subject area, domain, or literacy. Although classification is the most typical method in science, this approach may 
not be successful in cultivating generic skills transferable to many situations and contexts. It is more important to 
design education to integrate learning outcomes into a general ability. Science, Technology, Engineering, Arts, and 
Mathematics (STEAM) education (Yakman 2008) is a trial to realize such demand. 
 In this paper, I consider whether the conventional approach to design a subject curriculum and then integrated 
learning activities such as the Period of Integrated Studies (PIS) in Japanese NCoS are effective in cultivating 
problem-solving abilities required in future society. I assume that the reverse approach may be required and believe 
that STEAM education should become a framework to design a school curriculum in its entirety. In the curriculum 
design of Information Study, the conventional approach is to emphasize knowledge of computer science and 
objective (2). As indirect evidence for discussion, this paper refers to the results of lesson plans designed by 
university students who are taking “Method of Teaching in Information Study” in our teacher promotion course. 
 
 
Is the Present Approach Effective to Cultivate Problem-solving Abilities Required in 
Society? 
 
Useful Learning Outcomes in Each Subject Area to Solve Problems Such as SDGs: Students’ Views 
 
 I have been in charge of teacher promotion programs in our university, teaching instructional methods and 
lesson designs for each STEM subject area and PIS as well as school curriculum design and management. In 
“Method of Teaching PIS,” students created a unit plan for a learning project under the theme established based on 
the Sustainable Development Goals (SDGs). They were asked to specifically describe what type of learning 
outcomes of each subject area should be utilized in problem-solving activities related to their themes. As a result 
(Table 1), in mathematics, the idea of probability and statistics, how to use and understand graphs, and so on are 
described, and in science, the types of terms that should be considered when learners face environmental problems 
and energy problems are mentioned. The necessary knowledge to be acquired was not overly specific, and the 
detailed knowledge that appears in the examination were not picked up. 
 Our university is rated as one of the top universities in Japan, our students have achieved excellent grades in 
STEM subjects at the upper secondary school level. Because Japanese university students belong to a specific 
department, such as mathematics, physics, and computer science, most of them take specialized courses for over two 
years; therefore, the results would indicate the limitations of curriculum design close to the subject area. They, and 



their teachers, cannot understand “how to help learners implement learning outcomes in daily life” concretely and 
design learning activities to conduct effective lessons. 
 
Table 1: Useful Learning Outcomes of STEM subjects for PIS Activities: Description in the Students’ Unit Plans 

Theme of PIS Mathematics Science Information Study 

Proposal of new businesses and 
ideas for social demands 

Understand data, 
make graphs of data   ICT skills, internet literacy, 

reliability of data 

Find problems in our region 
and proposals for solutions 

Understand numerical 
data, ratios, 
mathematical thinking 

  ICT skills, presentation 
skills, information literacy 

Gender problem in our society Mathematical thinking, 
statistics 

Different brain structure 
between males and females 

ICT literacy, ICT skills for 
integrated use of data 

How to realize gender equality Data analysis   Computer skills 
Propose measures to decrease 
influence of COVID-19 based 
on its analysis 

Probability, statistics Microorganisms useful for 
daily life 

Devices to use information, 
ICT literacy, integrated use 
of information 

Urban development to live 
safely and healthily Data analysis Biodiversity and ecosystem, 

Dynamic change of earth 
Utilization of information 
and effective presentation 

Propose marine pollution 
countermeasures Data analysis Materials that affect marine 

pollution 
Problem-solving in 
information society 

Propose actions of climate 
change countermeasures Data analysis Balance/maintenance of 

echo system 
Effective communication, 
information design 

Propose a solution to the 
energy problem 

Data analysis, 
mathematics in our life 

(Re)Use of energy and 
materials、Climate and 
natural disaster 

ICT skills to utilize 
information, integrated use 
of information 

Propose costumes to live 
healthy and safely Data analysis Clothing materials and 

foods 
Effective use of the internet, 
presentation skills 

 
Summary of the Year Plan of “Information Study 1” Designed by Students  
 
 To examine the above assumption, I explain the summary of the yearly plan of “Information Study 1” 
designed by students who took “Method of Information Study” this fall and had already obtained at least 16 credits 
of specialized courses in computer science. All of them also aimed to obtain the teaching certification in 
mathematics. Table 1 shows their answers, which indicate that they cannot concretely imagine how to utilize the 
learning outcomes of Information Study and of computer science learned in university. Therefore, the results of 
Table 1 seem to suggest that it is meaningless to study Information Study as a compulsory subject area if its learning 
outcomes are useless in PIS activities.  
 I also prompted the students to set a PIS problem that can utilize the learning outcomes of “Information Study 
1” and set a task to solve a sub-problem of PIS at the end of a yearly plan for “Information Study 1”; then, I asked 
them to design each lesson for teaching content according to an appropriate, concrete example, so that the learning 
outcomes will be used in the final task by analogy.  
 Although “Information Study 1” consists of the following four units, namely (1) problem-solving in the 
information society, (2) communication and information design, (3) computer and programming, (4) utilization of 
data on the internet, and the NCoS guidebook (MEXT 2018) is offered, textbooks have not been published because 
the course has not yet started. Therefore, textbooks of current subjects were provided to students, and their 
similarities and differences with “Information Study 1” were explained. In addition, the yearly plan of “Information 
Study 1,” which was designed by last year’s students, was provided as a sample. 
 The yearly plan designed by them set a sub-problem of PIS at the end, but the content of each lesson focused 
on outlining the technological knowledge explained in the NCoS guidebook or the current textbooks. The concrete 
issues of their plans are as follows. 
 The flow of the yearly plan is designed as a unit, (1) ⇒ (4) ⇒ (2) ⇒ (3) ⇒ (1). The first (1) is a case of 
personal problem-solving that explains the problem-solving procedure as well as the methods and viewpoints to use 
ICT in its procedure; the last (1) is a sub-problem of the PIS set by my advice. When I provided advice, I explained 
the marine pollution problem as an SDG problem appropriate for PIS. Proposing a method to promote plastic 



recycling was set as a sub-problem. The issue of this flow is that unit (4) was taught before units (2) and (3), as 
explained. 
 In the NCoS, the contents of unit (1) consist of procedures for solving problems using ICT, laws, security 
measures, and inappropriate actions related to ICT use and to the effects and influences of ICT in society. The 
examples shown in the yearly plan are taken from the examples in the textbooks or those learned in lower secondary 
school, such as making travel plans, online shopping, and internet banking. These only serve as motivators to 
address technological explanations of TCP/IP in the next unit. 
 In the NCoS, unit (4) consists of technical contents such as TCP/IP, information security technology, 
databases, and the services using them. The issues of their yearly plan are inappropriate examples for explaining and 
tasks for exercises. For instance, the issue of unauthorized access related to personal authentication was proposed as 
an example of teaching security technology, and it allowed to set a task to make learners consider password 
management methods. To teach communication on the internet, learners are asked to consider trade-off resolution 
measures under various purposes and conditions by means of an appropriate use of tools and methods. Regarding 
the database, learners are prompted to consider the merits and demerits of providing personal information (voice 
data) for voice recognition and methods to use the database efficiently in research activities, self-learning, and 
reliability of information. Unit (4) is more related to the last task in the yearly plan than the other units, and the 
design of an information system that should be taught in this unit requires an understanding of the contents in units 
(2) and (3). In addition, as mentioned above, the examples addressed in each lesson are neither irrelevant nor 
inconsistent, and the connection to the final task is unclear. In terms of the relationship to the final task, the proposed 
examples are at the individual level and insufficient to be transferred for considering social problems in the final 
task. 
 In the NCoS, the contents of unit (2) consist of properties that must be considered for communication based 
on the advancement of communication methods and information design related to the design of dialog interfaces and 
presentations. The contents in the yearly plan are only related to personal communication, and technological 
explanations concerning the properties and merits/demerits of ICT tools are lacking. If technological knowledge is 
taught here, it will be useful when considering security problems and designing information systems in unit (4). 
Therefore, it should focus on how the measures of human communication are applied to improve information 
technology. Moreover, although information design is the keyword of this unit, its contents are not taught at all. 
 In the NCoS, the contents of unit (3) consist of digital expression of information, algorithms, programming to 
utilize the internet, and modeling and simulation. Like other units, issues in this unit are no connection to the final 
task and to the inconsistency of the examples and tasks. For example, issues of calculation accuracy and overflow 
addressed for digital expression of information, automatic display of an address from a zip code is addressed for 
programming, the arrangement of room furniture, and influenza epidemics are addressed for modeling and 
simulation. The reasons and necessity to use these examples are ambiguous, and it is unclear whether these 
experiences are used in the final task. 
 
 
Design of Information Study Curriculum to Cultivate Problem-solving Abilities of SDGs 
 
Backward Design from PIS Learning Activities to Information Study Lessons  
 
 I proposed a backward design method for each subject based on Wiggins and McTighe’s (2005) backward 
design theory—from PIS activities to the curriculum. The original theory recommends setting substantial questions 
to generate important ideas and answer them in order to identify valuable teaching content. However, it does not 
connect subjects with social problem-solving, even if it brings a reduction of useless contents. 
 While designing the abovementioned yearly plan, I had already proposed my suggested method, but the 
design did not achieve the expected results. I estimate that, by only deciding the topic, the details of the activities in 
PIS will be unclear, and the proposed scope of problem-solving is limited to personal problem-solving. In fact, most 
of the contents and examples in NCoS and its guidebook can be interpreted such that its scope is limited to personal 
problem-solving, and only unit (1) is concerned with the objective (3) of informatics education. 
 Therefore, I instructed the student to set an objective by which learners could evaluate the proposal to utilize 
the information system in social problem-solving and consider alternatives or self-defense measures. As a result, the 
final task in the yearly plan was set to evaluate the information system using the deposit system, bar code, and IC 
tags as a method to monitor the distribution of plastic containers and to promote their collection. The key point of 
this plan is that the teacher assigns the information system to be examined by learners. In general, information 
systems used in society are not proposed and designed by citizens but by the government and private companies. 



Therefore, digital citizenship is necessary to evaluate the proposed system, express attitudes toward implementation, 
request improvements, and take risk countermeasures. The system to be considered in a class does not need to be a 
real system, nor does it have to be realistic. 
 According to the final task, each unit can be designed backward from it. Unit (4) is set just before the final 
task, and the policy to pick up the My Number Card system, such as the green card system in the USA, as a sample 
public information system is determined. If the technological knowledge of information network is taught in unit (2), 
its contents can be focused on how to consider security issues and the measures to avoid them, including design 
concepts and management methods for database construction and operation. First, based on the incidents and cases 
that have occurred in the administrative system in the past, its contents should clarify their causes and the measures 
that should have been taken. In addition, leaners should consider self-defense measures in cases of unexpected 
situations. For example, the following cases are assumed to be taught: cases of information leakage and 
unauthorized withdrawals due to internal crimes according to security vulnerabilities, cases of data inconsistency 
due to input errors, cases of system down due to hardware trouble and mass access, and cases of remote control by 
means of embedding malware. Afterward, learners will investigate what kind of measures are proposed in the My 
Number Card system. 
 Unit (3) is taught just before unit (4). Because the distribution status of things is traced in the final task, one 
from COVID-19 contact-confirming application, earthquake early warning system, and automated driving system is 
chosen and used as a unique example through this unit. It is planned to teach modeling of communication activities 
in unit (2) and IoT technology by combining automated measurement and control by programming and 
communication through the internet in unit (3). However, we do not include actual programming but focus on the 
system design; for example, in the case of automated driving systems, it is important to compare different models—
such as one when individual cars operate automatically and one when all cars are operated collaboratively by 
directions from the central control system—and consider the merits/demerits of each model. 
 Based on the above plan, the contents taught in unit (2) are considered. It should be noted that teachers tend 
to acquire personal problem-solving here, and the relation with the information system is forgotten. Because some 
contents of units (3) and (4) are planned to be taught in unit (2), the procedures and measures of human 
communication are modeled, their application to communication between devices in IoT systems is explained, and 
methods and rules for realizing safe and efficient communication are recommended for discussion. Regarding the 
information design, measures of effective information presentation are planned to be taught as examples of problem-
solving in unit (1). Here, we focus on considering examples of cyberattacks and exploitation using weaknesses in 
human recognition as examples of abuse of information design and examining countermeasures when using 
information systems. 
 Finally, as the contents of unit (1), the problem-solving framework should be taught first. Although details 
are omitted here, I recommended teaching my Warp and Woof model of problem-solving (Matsuda 2015a), and 
students planned to do so. In the first step, a familiar example of daily life is effective; however, in order to clarify 
the purpose of studying this subject, a familiar information system should also be addressed, and learners ought to 
investigate its issues and discuss alternatives for improving it. 
 
Which is More Fundamental for Cultivate Problem-solving Ability: Programming or Assessment of 
ICT? 
 
 Before the last revision of NCoS in Japan, Matsuda (2015b) discussed various proposals for the Information 
Study curriculum from different groups and considered their reasons and the issues for learners. In this revision, 
emphasis was placed on the introduction of programming education reflecting the trend in other countries 
(Department for Education 2013), following the proposal by members of the computer science community and the 
industry’s request. As previously mentioned, this proposal focuses on vocational education and especially on finding 
a small number of talented people. The curriculum based on this idea encourages disparities in society and generates 
a risk of creating ruler/subject relationships. 
 Sound politics is established on the tense relationship with mature citizens. Regardless of how well trained 
engineers are, if society does not raise citizens who can critically evaluate their outcomes, propose better 
improvement, and use them with trust, the system will become useless, running into a risk of concealment, even if a 
problem occurs. 
 People in the computer science community are likely to see programming ability as versatile in solving all 
problems and as a transferable skill even in the case of technological change or progress (Kuno 2019). However, 
programming education for all children does not necessarily raise many excellent IT engineers; in fact, as a result of 
computer literacy education in the 1980s, when programming was the only topic, how many people have become IT 



engineers? 
 Constructivism insists on the context dependence of learning outcomes and emphasizes the importance of an 
authentic learning context. To develop the abilities required of citizens, it is necessary to set a problem 
corresponding to the context for them to consider, and design a curriculum that prompts learners to use the necessary 
knowledge. 
 
 
Future Perspectives 
 
 In this paper, I discuss the importance of backward design in the Information Study curriculum from PIS 
based on practice in teacher promotion programs. The curriculum fosters the ability to critically study the use of ICT 
and information systems in society and propose alternatives through specific examples of using information systems 
for solving SDG-related problems. In the future, based on the proposed curriculum, it is necessary to develop 
instructional materials to support practical lessons for high school students and evaluate their results. 
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Abstract 

In this workshop, participants were provided with an interactive, hands-on opportunity to identify 

LatinX cultural assets in children’s literature. Using Yosso’s cultural wealth model (2006), participants 

identified aspirational, linguistic, familial, social, navigational and resistance assets in children’s 

literature. We superimpose Bishop’s (1990) mirrors, windows, and sliding doors lens as we engaged in 

this cultural work (Freire, 1970). Teachers have the ability to transmit and transform culture, reinforce 

and police attitudes and dispositions, interrupt and engage ideologies, question and create knowledge and 

curriculum. Educators engaged in a collective discussion about cultural assets and representation of 

LatinX culture in children’s literature. Building on Yosso’s and Bishop’s frameworks, the presenters 

introduce an innovative evaluative instrument to together analyze children’s picture books and novels. 

Educators analyzed and evaluated contemporary and well-known illustrators/authors that identify as 

LatinX and write from asset-based perspectives. Suggestions and implications for ongoing exploration of 

cultural wealth and assets in diverse children’s literature and other instructional materials. 

 

Keywords:  Children’s Literature, LatinX, Teacher Education, Asset-Based, Cultural 

Wealth 
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Identifying Latinx Cultural Assets in Children’s Literature  

Somewhere in your classroom is a student who is feeling afraid that Immigration 

Customs Enforcement, or ICE, will walk through the school door to check for “papers.” In your 

class, there are students who are worried that their parents, grandparents, and siblings will not 

return home from work and will be detained or deported. Students may fear going out of their 

classes and into the hall for fear of hearing chants about “build the wall” or “go back to Mexico.” 

Those same students may not ever tell you because they do not know who they can trust with this 

information that makes them vulnerable. These students are in your elementary, middle, high 

school, and university classrooms. You cannot pick them out because by every measure, they are 

American. They have attended U.S. schools and pledged the flag, dutifully, every morning. They 

read, write, and speak English at school and at home; at times assimilating and refusing or 

forgetting to speak their native language. They play and sweat in English. They dream and pray 

in English. They map their lives into the American Dream. Except they may not have papers, 

they are not authorized immigrants, or they may live in mixed status families. The Pew Research 

Center (2020) cites 45% of unauthorized immigrants live with a spouse or partner and children 

(2020). This country is all they have ever known since being brought to the U.S. as babies or 

young children. 

Literature Review 

In this workshop, we provide participants with an interactive, hands-on opportunity to 

identify LatinX cultural assets in children’s literature. Too often, the stories of LatinX and other 

minoritized groups are limited to majoritarian storytelling which: distorts; perpetuates bias 

tokenism, and stereotypes; and reproduces and amplifies racial nativism and xenophobia of 

LatinX painting them as rapists, drug dealers, criminals, and animals (Trump, 2016). Pérez 



IDENTIFYING LATINX CULTURAL ASSETS 4 

 

   

 

Huber defined racist nativism as “the assigning of values to real or imagined differences in order 

to justify the superiority of the native, who is perceived to be white, over that of the non-native, 

who is perceived to be People and Immigrants of Color, and thereby defend the native’s right to 

dominance” (Pérez Huber, 2016). Here, we borrow Yosso’s theory of counterstory to critically 

pushback on these destructive narratives about LatinX students, families, and communities.  

Further, we incorporate Yosso’s cultural wealth model (2006), to guide educators to 

identify aspirational, linguistic, familial, social, navigational and resistance assets, or strengths, 

in children’s literature. We superimpose Bishop’s (1990) mirrors, windows, and sliding doors 

lens as we engage in this cultural work (Freire, 1970). Teachers can transmit and transform 

culture, reinforce and police attitudes and dispositions, interrupt and engage ideologies, question 

and create knowledge and curriculum. We engaged in a collective discussion about cultural 

assets and representation of LatinX culture in children’s literature. Building from Yosso’s and 

Bishop’s frameworks, the presenters introduce an innovative evaluative instrument collectively 

analyze children’s picture books and novels.  Participants worked in groups to analyze and 

evaluate other contemporary and well-known illustrators/authors that identify as LatinX and 

write with asset-based perspectives. Participants were provided with a YouTube playlist of 

LatinX Children’s picture books (Appendix B).  

Participants are asked to reflect on their school’s diversity, inclusion, and equity and 

intentionally aligning instructional materials to serve as mirrors, which are a reflection of their 

experiences and culturally affirming, and windows, allowing them to understand the perspective 

and lifestyles of others in ways that affirm differences. Diverse books may be where children can 

find themselves represented through their strengths and through assets-based perspectives. 
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The use of children’s literature in the work of preservice teacher preparation is widely 

accepted in the work of teacher education. There is considerable research that supports that 

educators who are readers themselves often do a better job engaging students in their own 

reading (Applegate and Applegate, 2004; Morrison, Jacobs & Swinyard, 1999). Traditional 

efforts to prepare pre-service educators often occur in the context of content area methods 

courses (i.e. literacy, math, science, and social studies) and foundation courses (i.e. educational 

theories, education law, multicultural education). Preparing preservice teachers about issues of 

multiculturalism or culturally responsive teaching are often situated in foundations courses, apart 

from methods courses. Much has been written about the prevailing tension between theory and 

practice teacher education programs. While pre-service teachers are often provided with multiple 

theoretical frameworks in their various courses, they often have difficulty translating them into 

practical applications in their classrooms.  

Disrupting the Narrative on Immigrants 

The cries of inconsolable toddlers, separated from their mothers hundreds or thousands of 

miles away, locked in cages pierce the silence. The DREAM that many immigrant youth have 

fiercely clung to as critical hope is devolving into a human rights nightmare reminiscent of the of 

Trails of Tears, forced removal of American Indian children from their families and forcing 

assimilation into Indian Boarding Schools, Japanese Internment, forced unconstitutional 

repatriation of Mexican Americans, of Nazi Concentration Camps, and viral dehumanizing 

ideology and action that names the immigrant Other as “Animals.” The rage is only tempered by 

fear and insurmountable, and in some paralyzing, despair. We are living a moment of mass 

complicity that appears to go against our purported belief in democracy, equality, and dignity of 

all human beings. 
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 “This is not the America, we know” is trending on social media. Others know this is 

America, it has always been this way. This is America. This is the America that teaches 

exceptionalism, historical amnesia, and weaves and promotes its belief in its own delusional 

superiority. As educators and teachers educators we have a moral and ethical responsibility to 

focus on minoritized communities cultural wealth. The cultural wealth collectively identified, in 

this workshop, through an analysis on LatinX Children’s literature include: 

1. An emphasis on Familial Capital on both sides of the border (Gonzales, 2017 & Morales 

2018) 

2. Representation of Aspirational Capital from pianist to judges and teachers (Brown, 2020, 

Sotomayor, 2018, Engle, 2019, and Sotomayor 2019) 

3. An abundance of Linguistic Capital and multilingual literacies (Gonzales, 2017 & 

Herrera, 2000). 

4. A range of Social Capital in diverse communities (Lopes, 2020 & Quintero 2019). 

5. Limited representation of Navigational Capital (Morales, 2018 and Herrera, 2000) 

6. A robust showing of Resistance Capital (Tonatiuh, 2014, Tonatiuh, 2018, Tonatiuh, 

2019) 

Conclusion 

Through this workshop, educators actively looked for and identified counterstories to shed light 

on the productive struggles and cultural wealth of LatinX communities. LatinX perspectives on 

being American stand out as beacons of hope when the political discourse of nativism has 

become part and parcel of daily life. Yosso’s cultural wealth model when applied to children’s 

literature can provide us with powerful counterstories, equipping equity minded educators with 

the knowledge and moral and political clarity to do the important work of advocating with 
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minoritized students and communities. This framework can be used to unearth cultural wealth in 

diverse books and to center the voices of other minoritized communities. 

 

 

PowerPoint Presentation 
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APPENDIX B: LATINX CHILDREN’S LITERATURE PLAYLIST ON 

YOUTUBE 

 

Compiled by Susana Flores 2021 

 

Brown, M. (2020). Sharuko: El Arqueólogo Peruano Julio C. Tello / Peruvian Archaeologist  

Julio C. Tello. Sharuko: El 

 

 

 

 

 

Engle, M. (2019).  Dancing Hands.Dancing Hands 

https://www.youtube.com/watch?v=z6MN6I5BgY4&ab_channel=CityofNewberg
https://www.youtube.com/watch?v=O6HJMh-ykko&ab_channel=SankofaReadAloud
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Gonzales, M. (2017). Yo Soy Muslim. Yo Soy Muslim by Mark Gonzales ┃An Interactive Read 

Aloud Story For Children 

https://www.youtube.com/watch?v=k9EZ79SwIJA&ab_channel=CuriosityClubwithMrsGhazali
https://www.youtube.com/watch?v=k9EZ79SwIJA&ab_channel=CuriosityClubwithMrsGhazali
https://www.youtube.com/watch?v=k9EZ79SwIJA&ab_channel=CuriosityClubwithMrsGhazali
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Herrera, J.F. (2000). The Upside-Down Boy: El Niño de Cabeza. 

The Upside Down Boy 

 

 

 

Lopes, S. (2020).  Selena. Queen of Tejano Music: Selena (Literally Cultured Read Aloud) 

https://www.youtube.com/watch?v=go9eFdwXxB8&ab_channel=DianaTodd
https://www.youtube.com/watch?v=nf9O8tNovoQ&ab_channel=LiterallyCultured
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Martines, O’Neal, (2018). Alma and how got she her name. CML Presents: Alma and How She 

Got Her Name (Alma y Cómo Obtuvó su Nombre) by Juana Martinez-Neal 

 

 

https://www.youtube.com/watch?v=ejaplDvL-Xw&ab_channel=CharlotteMecklenburgLibrary
https://www.youtube.com/watch?v=ejaplDvL-Xw&ab_channel=CharlotteMecklenburgLibrary


IDENTIFYING LATINX CULTURAL ASSETS 15 

 

   

 

 Morales, Y. (2018). Dreamers.  Dreamers By: Yuyi Morales |Read Aloud| Hispanic Heritage | 

[read along] 

 

Quintero, I, (2019). My Papi has a Motorcycle. My Papi Has a Motorcycle (English Read Along) 

 

 

  

https://www.youtube.com/watch?v=_b_RaOhFT5U&ab_channel=HappiSunshineStoriesandLearningCorner
https://www.youtube.com/watch?v=_b_RaOhFT5U&ab_channel=HappiSunshineStoriesandLearningCorner
https://www.youtube.com/watch?v=Axs5JVW23aw&ab_channel=Mrs.Correa
https://www.youtube.com/watch?v=Axs5JVW23aw&ab_channel=Mrs.Correa
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Sotomayor, S. (2018). Turning Pages. Turning Pages My Life Story || Read Aloud || Sonia 

Sotomayor 

 

 

 

Sotomayor, S. (2019). Just Ask. JUST ASK by Sonia Sotomayor Read Aloud 

 

 

https://www.youtube.com/watch?v=2UDeL1Z4XhA&ab_channel=ReadalotamusBooksReadAloud
https://www.youtube.com/watch?v=2UDeL1Z4XhA&ab_channel=ReadalotamusBooksReadAloud
https://www.youtube.com/watch?v=q4sGcaA6bFk&ab_channel=ImaginaryPages
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Tonatiuh, D (2014). Separate is Never Equal. Separate is Never Equal | Animated Read Along 

 

 

 

This analysis can be applied to diverse children’s lit. 

Celebrating Black Voices Playlist on Netflix Jr 

Bookmarks: Celebrating Black Voices | Netflix Jr 

https://www.youtube.com/watch?v=o1flBvqvV9U&ab_channel=ReadingBrainbow
https://www.youtube.com/playlist?list=PLPphPHIzdSQO7PSjPy614dttjdSqCW9qW
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ABSTRACT 

Previous studies revealed that social media positively affects the business performance of            

a company. However, there are limited studies that focused on how social media influence              

entrepreneurial ventures during the COVID-19 pandemic in the Philippines. Hence, this paper            

aims to analyze the perceived impact of Facebook use on the National Capital Region (NCR) and                

Metro Cebu online retailers' business capabilities. It also aims to investigate the effect of the               

business location, as a demographic variable, on business capabilities. After gathering 60            

respondents, 30 in NCR and 30 in Metro Cebu, the study measured their perceived Facebook's               

functionalities and its impact on business capabilities by calculating the average weighted mean             

(AWM). Furthermore, after grouping the respondents according to the area of their business, the              

paper utilized a one-way analysis of variance (ANOVA) to calculate the significant difference             

between the business location and the respondents' business capabilities. Findings revealed that            

in terms of Facebook's functionalities, conversations score the highest in both NCR and Metro              

Cebu respondents. On business capabilities, NCR participants perceived that Facebook use has            

a strong impact on rapid application development while Metro Cebu participants perceived it to              

be innovation. Based on the ANOVA results, business location significantly influences the            

respondents' business capabilities. The study concludes that Facebook's functionalities increase          

the business capabilities of online retailers. However, the business location is a demographic             

variable that affects the business capabilities of online entrepreneurs. Since this study only             

gathered a small-scaled sample size, the researchers recommend future investigators to obtain            

larger samples in their research about new-normal entrepreneurship. 

 

Keywords: Social media, business capabilities, business location, online selling 



 

INTRODUCTION  

The COVID-19 pandemic which started in China in December 2019 and spread to the              

whole world in January 2020 prompted all countries across the globe to enforce community              

quarantines to flatten the curve. In the Philippines, the government is effectuating measures that              

minimize the impact of the virus to address the limitations of the Philippine healthcare services.               

Moreover, due to insufficiency of short-term lockdowns, experts suggest that people must follow             

the new-normal methods of preventing the spread of the virus, such as physical distancing, hand               

hygiene, and restrictions on social gathering among others. However, the enormous modification            

in the world today has negative implications on the economy  (TESDA, 2020). 

According to the Technical Skills and Development Authority or TESDA (2020), all            

economies experience negative growth in Gross Domestic Product (GDP) in 2020 due to the              

"reduced demand and heightened uncertainty of the impact and extent of the pandemic" (p. 3). In                

the Philippine economy, an estimate of 2.0% is the GDP growth based on the calculations of the                 

National Economic and Development Authority (NEDA). However, about -0.79% to -1.62% loss            

will be the result of the COVID-19 pandemic, according to the Asian Development Bank (ADB).               

Additionally, ADB estimates the total employment loss of the Philippines from -0.82% to 1.69%.              

NEDA confirms the latest employment data wherein losses will range from 116,000 to             

1,800,000. 

TESDA (2020) also identified the impact of the pandemic on various economic sectors of              

the nation. Sectors with the highest risks include wholesale and retail trade, repair of motor               

vehicles and motorcycles, manufacturing, real estate, renting and business activities, and           

accommodation and food services. Most establishments in this sector are non-operational during            

the extended community quarantine. The demand for the products and services of these types of               

 



 

businesses declined. Estimation of the losses would range from 10 to 855.2 billion pesos.              

Transport, storage and communication, tourism, arts, entertainment, and other services have           

medium-high risks. Most businesses in this classification experience losses in revenue. 

Aside from the broad categorization of sectors above, TESDA (2020) also reported other             

affected sectors of the country. They indicated that most businesses in the Philippines fall under               

the Micro, Small, and Medium Enterprises (MSMEs). As community quarantines compelled           

them to close, MSMEs also suffered issues in cash flows. Based on the results of NEDA’s                

survey, about two-thirds of the respondents in this sector experience "zero sales due to temporary               

closure" (p. 9). To solve issues relating to cash flows, several MSMEs grab the opportunity to                

increase profit through deliveries. 

Digitalization has been an option to solve financial problems in this sector. Online             

transactions encourage entrepreneurial ventures to pursue their businesses in the middle of the             

pandemic without suffering too many losses. Such a technique also minimizes health risks             

among the workers if the establishment follows proper sanitation of their utilities. For the              

MSMEs, it is a must to "develop digital skills" (p. 11). 

Previous studies mainly focused on old-normal entrepreneurship. They have provided          

statistical evidence according to the lenses of various customers, employees, and owners.            

However, countries across the globe are planning for new-normal improvements to continue the             

flow of the economy. Though they have already proven the indicators of the variables              

concentrated in this research paper, investigators have not yet examined the new-normal setting.             

Because of the emergence of the new-normal economic and business processes, this research             

paper aims to contribute to the entrepreneurial field of knowledge, which also enhances business              

education nowadays. 



 

Hence, to offer quantitative findings of the increasing trend of the businesses in the              

Philippine setting, this study aims to compare the National Capital Region (NCR) and Metro              

Cebu online retailers’ perceived impact of Facebook use on business capabilities during the             

COVID-19 pandemic. The demographic profile of online retailers in terms of business location             

was also the focus of this research paper to examine the significant difference between business               

location and business capabilities. Implications of the investigation include an increase in            

awareness of the benefits of utilizing social media platforms and improved knowledge on how to               

reduce the risks of the COVID-19 pandemic in all economic sectors of the country. Moreover,               

this study can fill in the gap between theory and practice based on the limitations of previous                 

studies and offer relevant, factual information relating to the online business practices of online              

retailers in the Philippines.  

 

Statement of the Problem 

The main objective of the study is to assess the impact of Facebook’s functionalities and               

business location on online retailers in Metro Manila and Metro Cebu. The investigators             

conducted this study during the first semester of the school year 2020 to 2021. Moreover, the                

investigation aimed to answer the following questions. 

1. What are the National Capital Region and Metro Cebu online retailers’ perceived            

indicators of Facebook’s functionalities that provide online businesses a virtual          

ecosystem in terms of: 

A.   Identity; 

B.   Conversations; 

C.   Sharing; 



 

D.   Presence; 

E.   Relationship; 

F.    Reputation; and 

G.   Groups? 

3. What are the perceived impact of Facebook use on the business capabilities of the               

National Capital Region and Metro Cebu online retailers in terms of: 

A.   Collaboration and communication; 

B.   Rapid application development; 

C.   Customer relationship management; 

D.   Innovation; 

E.   Training; and 

F.    Knowledge management? 

4. What is the significant difference in online retailers’ perceived business capabilities            

when analyzed according to their location?  

           

 Facebook is the predictor variable of the investigation. The indicators of the variable are              

identity, conversations, sharing, presence, relationship, reputation, and groups (Hemkens et al.,           

2011). Also, the business location serves as the second predictor variable, wherein the             

researchers focused only on Metro Manila and Metro Cebu. The criterion variable of the study is                

the business capabilities of online retailers during the COVID-19 pandemic.  

 



 

REVIEW OF RELATED LITERATURE 

Since there are limited local studies related to new-normal entrepreneurship in the            

Philippines, the researchers of this paper aimed to focus on filling the literature gap related to the                 

business location and business capabilities in the country. Additionally, the researchers of this             

paper hoped to address the economic problems of the nation through the preliminary facts              

discovered by prior researches. The studies mentioned below served as the foundation of this              

investigation, for they provided numerical evidence on different areas about entrepreneurship           

during the COVID-19 pandemic. 

 

On Social Media 

Duffet (2016) scrutinized the impact of interactive social media marketing          

communications on young consumers. The research aimed to determine whether social media            

marketing affects a young consumer's attitude, and other variables such as usage and             

demographic variables have something to do with it. The results of this study showed that social                

media marketing communications had a positive influence on the attitude components among            

teenagers, but on a declining scale. The research has concluded that young consumers are              

resistant to traditional marketing. 

Also, there was a similar study in the Philippines conducted by Balderaz and Campos              

(2020) that aimed to determine the factors of customer-based brand equity (CBBE) that             

influenced the online shopping satisfaction of public school teachers in Davao Del Sur,             

Philippines. The study focused on public school teachers of elementary and secondary education             

who were interested in online shopping in the municipalities of Padada and Hagonoy. The              

respondents' perception of customer-based brand equity in terms of brand awareness, brand            

 



 

association, perceived quality, and brand loyalty served as the measurement of online shopping             

satisfaction. These factors are constituents of Keller's CBBE model. The results of the study              

showed that brand loyalty, brand awareness, and perceived quality are indicators that influence             

the online shopping satisfaction of customers. When the indicators are increasing, the level of              

online satisfaction among customers also increases. Also, T-test and Analysis of Variance            

(ANOVA) results revealed that gross monthly income significantly influences online shopping           

dissatisfaction. 

 

On Business Capabilities 

Mogos and Smits (2013) pursued to explore the impact of social media and to analyze to                

what extent social media have an impact on organizational capabilities and business            

performance. The research also focused on the analysis of advertising if it is from persuading               

effort or the settled way of thinking.  

Web 2.0 instruments are capable of enhancing connectivity and cooperation within and            

between organizations, thereby facilitating the rapid internationalization of firms and the           

globalization of their business activities. Because of these, the authors indicated that using social              

media increases business performance and business capabilities. The impact is not due to one              

(out of six) social media tools only, but also to successfully combining the six social media tools                 

into one effective social media ecosystem. Such an event enables coordination between internal             

and external business processes. 

Similarly, in a qualitative study about the impact of social media on small businesses,              

Borgman, Jones, and Ulusoy (2015) aimed to discover the impact of websites and social media               

on small enterprises in the mountainous regions of Western Maine. Additionally, the authors             



 

strived to examine the beneficial dimensions in utilizing the internet and social media platforms              

in remote areas. The investigators discovered that there is an "increase in awareness and              

inquiries, enhanced relationships with customers, an increase in [the] number of new customers,             

enhanced ability to reach customers on a global scale, and co-promotion of local businesses that               

enhance the image of small businesses in the region" (p. 611).The study provides preliminary              

and factual information regarding the advantageous areas of utilizing web pages and social             

media platforms for small businesses.  

 

On Business Location 

The study of Indarti (2004) aimed to assess the "relationship between [the] business             

location decision and business success," focusing on the internet cafés in Indonesia (p. 171). The               

locale of the study was in Yogyakarta, Surabaya, and Lombok in Indonesia. The researcher              

discovered that favorable business location positively links with business success. Moreover, the            

analysis unveils the factors that have a positive direction, namely, "availability of utilities,             

proximity to schools [or] universities, and security" (p. 171). For the location factors affecting              

business success in a negative direction, they include "proximity to highways and being in [a]               

commercial center" (p.171). 

 

Theoretical Framework  

The theory of Alt, Fleisch, and Österle (2001) and Van Heck and Vervest (2007) entitled                

Networked Business Operating Logic explains how the utilization of various social media            

platforms can influence the business capabilities of online businesses. The study also anchored             

on the Location Theory, which explains economic patterns of a specific geographical region             



 

(Murray, 2017). These promising theories linked to the predictor and the criterion variables of              

the study. 

The theory assumes that the set of Web 2.0 functionalities creates an ecosystem that              

enables support business networking, network effects, and increased performance. Such network           

effects and increased performance will only happen if the network has developed Networked             

Business Operating Logic. This type of logic allows different business actors to link themselves              

among the processes with ease. It makes a smart and flexible network because it can “rapidly                

pick, plug, and play” business processes to configure quickly to suit a specific objective, for               

example, to react to a customer order or an unforeseen situation (Heck & Vervest, 2007). 

 Through this theory, the proper and successful utilization of Web 2.0 assets will solely              

exist. The logic involves the ability to link multiple organizational actors, business processes,             

and information flows; thus, creating network effects and ultimately improving business           

effectiveness (Mogos & Smits, 2013). The study, thereby, proposes that Facebook is one of the               

social media platforms that hone business capabilities when the social media platform exhibits             

efficient functionalities. 

Another theory that this study anchored in is the Location Theory. According to             

Britannica (2014), this theory determines the economic processes within a specific region. Von             

Thünen was one of the proponents whose ideas have been the foundation of Location Theory.               

In his classical writings about agricultural location, he introduced the Thünen model, which             

proposed that market accessibility forms an exclusive system of land use. The model presumed              

that the production of high market-value crops could allow farmers to receive the maximum net               

profit. Hence, this paper suggests that location, depending on the market size and demand of               

products of a metropolitan area, might affect the business capabilities of online retailers. 



 

Conceptual Framework 

 

Figure 1. The Predictor-Criterion (PC) Model of the Study’s Conceptual Framework 

Figure 1 shows the study’s conceptual framework. The predictor variable is the            

perceived Facebook’s social media functionalities. Its indicators included identity, conversations,          

sharing, presence, relationship, reputation, and groups. Additionally, the researchers focused on           

the National Capital Region (NCR) and Metro Cebu only for the second predictor variable,              

business location. On the other hand, the criterion variable is the business capabilities of online               

retailers. The indicators for this variable include collaboration and communication, rapid           

application development, customer relationship management, innovation, training, and        

knowledge management. 



 

METHODOLOGY 

Research Design 

This quantitative study adopted a comparative nature, which employs numerical data to            

compare two or more different groups of interest (Bukhari, 2011). Specifically, the research             

utilized a descriptive approach to discover the impact of Facebook use and business location on               

the business capabilities of online retailers. The purpose of a descriptive investigation is to              

define a situation, group, or phenomenon systematically. This research design provides answers            

to what, where, when, and how questions only without manipulating one or more variables              

(McCombes, 2020). 

 

Research Respondents 

Out of 100 targeted respondents, 60 online retailers, 30 in the National Capital Region              

(NCR) and 30 in Metro Cebu, completed the online survey. The respondents of this study are                

utilizing Facebook in operating their online businesses during the COVID-19 pandemic. For the             

sampling technique, the study employed simple random sampling. Such provides qualified           

individuals an "equal chance" to participate in the research (Moore & McCabe, 2006). Below are               

the figures that show the profile of the respondents in this study. 

 



 

 

Figure 2. Products Being Sold by the Respondents 

Figure 2 displays the products sold by the respondents. In this investigation, the             

researchers also identified the products offered by online businesses. There was about 33.3% in              

food products, 33.3% in clothing and accessories products, 30.7% in personal care products, and              

2.7% for other products, specifically household commodities.  

 

Figure 3. Distribution of the Respondents in the National Capital Region 



 

Figure 3 presents the data on the location of the respondents in the National Capital               

Region (NCR). The result shows that the majority of the respondents in NCR are in Manila at                 

26.7%. A total of 30 respondents are from this urbanized region. 

 

Figure 4. Distribution of the Respondents in Metro Cebu 

Figure 4 illustrates the data on the locations of the respondents from Metro Cebu. The               

largest faction of the respondents is in Cebu City, reaching about 80%. A total of 30 respondents                 

in Metro Cebu participated in this survey. 

Considering the external and internal criteria, the researchers chose these respondents due            

to convenience in location. However, not all respondents were able to respond because of their               

availability. Hectic schedules and numerous customer transactions might be the cause of this             

event. Because of this, the paper's small sample size is the limitation of this research paper. 

 

 

 



 

Research Instruments 

The study devised an English version of the online survey using Google Forms (see              

Appendices). The first part contained the profile of the respondents, particularly the products of              

the businesses and the location. For the next part, the questionnaire encompassed questions that              

reflected the indicators of social media functionalities and then the business capabilities. 

The following indicators of Facebook’s social media functionalities had constituted 23           

statements: four sentences on identity, conversations, and sharing; three sentences on presence,            

relationship, and reputation; and, two items on groups. 

Meanwhile, in assessing the business capabilities of online retailers, each indicator           

(collaboration and communication, rapid application development, customer relationship        

management, innovation, training, and knowledge management) had five different statements,          

reaching a total of 30. To sum up everything, 55 items were utilized in the online survey,                 

including the demographic information.. 

The instrument utilized the five-point Likert scale (strongly agree, agree, neutral,           

disagree, and strongly disagree) in measuring the predictor and criterion variables. Since Tagalog             

and Cebuano are one of the largest ethnolinguistic groups of the Philippines, the researchers              

utilized two online surveys having the same content but with different translations to allow better               

communication with the respondents. The survey was evaluated by two research experts. After             

the validation of the research instrument, the researchers designed two copies of the original              

English survey. The first copy included the Tagalog subtext for the respondents in NCR (see               

Appendix A). Each statement had a Tagalog translation enclosed in parenthesis. The researchers             

applied the same steps for the Cebuano-translated survey for the Metro Cebu respondents (see              

Appendix B).  



 

Data Gathering Procedure 

The researchers validated the reliability of the online survey with the help of their two               

expert faculty members and four students of CFAH who provided valuable comments which             

guided the researchers in improving the survey. Next, the researchers sought the School             

Director’s approval in conducting the study. After securing the approval, the researchers drafted             

a letter to the respondents, which was placed on the introduction part of the two online surveys,                 

explaining the gist of the study and the reasons why they will gather data among the online                 

retailers in NCR and Metro Cebu. The online surveys were uploaded using Google Forms. Then,               

the researchers provided the respondents with the research tool by sending the survey’s link on               

Messenger. They answered it anonymously from the 30th day of October 2020 to the 3rd day of                 

November 2020. 

 

Statistical Treatments 

Measuring Facebook’s social media functionalities and the online retailers’ business          

capabilities, the researchers calculated the average weighted mean (AWM). The research           

instruments used a five-point Likert scale and assigned points for each degree: (strongly agree =               

5 points; agree = 4 points; neutral = 3 points; disagree = 2 points; strongly disagree = 1 point).                   

For the verbal interpretation, the researchers assigned the following degrees with their specified             

range of average weighted means: (strongly agree = 4.51 to 5.00; agree = 3.51 to 4.50;                

moderately agree = 2.51 to 3.50; slightly agree = 1.51 to 2.50; and disagree = 1.00 to 1.50).                  

AWM is a “calculation that takes into account the varying degrees of importance of the numbers                

in a data set” (Ganti, 2020). 



 

Also, the researchers utilized the one-way analysis of variance (ANOVA) to determine            

the significant difference between the respondents’ business capabilities and their business           

location. The Kent State University (2020) defines the treatment as the comparison of “means of               

two or more independent groups” with the hopes to determine whether there is a significant               

difference between the population means. For this paper, the business location, the National             

Capital Region and Metro Cebu, served as the two independent group 



 

RESULTS AND DISCUSSION 

This section showcases the results of the gathered quantitative data. Tables and figures 

 are used to present the data. Afterward, analysis and interpretations of the data are done. 

 

Perceived indicators of Facebook’s functionalities that provide online businesses a virtual           

ecosystem 

 
Table 1. NCR and Metro Cebu Online Retailers’ Perceived Indicators of Facebook’s 
Functionality That Provide Online Businesses a Virtual Ecosystem 

 

Statements NCR VI Metro Cebu VI 

Identity 

Facebook helps me to create     
advertisements in promoting my    
business. 

4.7 SA 4.67 SA 

Facebook allows me to control data      
privacy. 

4.53 SA 4.33 A 

Facebook helps me establish my     
identity to my customers.  

4.67 SA 4.43 A 

Facebook allows me to continuously     
maintain my reputation online. 

4.53 SA 4.37 A 

AWM 4.6 SA 4.45 A 
 

Conversations 

Facebook helps me keep track of my       
conversations with my customers. 

4.67 SA 4.33 A 

Facebook is an effective way to start a        
conversation with my customers. 

4.63 SA 4.6 A 

Facebook is an effective tool to      
communicate with my suppliers. 

4.63 SA 4.47 A 

Facebook allows me to have quick      4.73 SA 4.53 SA 



 

conversations with my customers and     
suppliers. 

AWM 4.67 SA 4.48 A 

Sharing 

Facebook has effective features to share 
my online content. 

4.7 SA 4.4 A 

Facebook is a trustworthy social 
platform for my business. 

4.5 SA 4.07 A 

Facebook manages my content (e.g., the 
public can see my online posts). 

4.6 SA 4.47 A 

Facebook helps me receive information 
from my customers. 

4.6 SA 4.33 A 

AWM 4.6 SA 4.32 A 

Presence 

I can track down the schedule of my 
online business (like deliveries). 

4.3 A 4.27 A 

Facebook helps me track down my 
employee/s progress (e.g., my rider has 
successfully delivered goods to my 
customer). 

4.1 A 3.97 A 

Facebook allows my posts to be 
accessible to the public. 

4.6 SA 4.27 A 

AWM 4.3 A 4.17 A 

Relationships 

Facebook helps me meet new people 
who will improve my business. 

4.53 SA 4.4 A 

Facebook is an efficient platform to 
interact with others. 

4.57 SA 4.47 A 

Facebook allows me to continue in 
establishing customer relationships 
despite the quarantine measures. 

4.67 SA 4.5 SA 



 

*VI - verbal interpretation SA - strongly agree A - agree N - neutral D - disagree
SD - strongly disagree 

 

Table 1 illustrates the data regarding how Facebook's social media functionalities give a             

virtual ecosystem for the respondents' online businesses in the National Capital Region (NCR)             

and Metro Cebu in terms of identity, conversations, sharing, presence, relationships, reputation,            

and groups. 

In the NCR, the indicators that have the highest means are conversations, identity, and              

sharing. For Metro Cebu, on the other hand, the indicators that receive the highest means are                

conversations, relationships, and identity. Based on the table, NCR scores higher of all the              

indicators compared to Metro Cebu. This implies that the NCR online retailers are more exposed               

to trade and sales than the ones in Metro Cebu. Moreover, the highest indicator for both locations                 

AWM 4.59 SA 4.46 A 

Reputation 

Facebook helps my product’s pictures 
gain likes for my business. 

4.7 SA 4.53 SA 

Because of posting, more people 
recommend my products to their friends 
on Facebook. 

4.63 SA 4.5 SA 

Uploading videos (e.g. live videos) that 
feature my product on Facebook garners 
more viewers. 

4.43 A 4.23 A 

AWM 4.59 SA 4.42 A 

Groups 

Facebook allows me to sort my 
contacts. 

4.27 A 3.9 A 

Facebook helps my number of 
customers grow. 

4.67 SA 4.43 A 

AWM 4.47 A 4.17 A 



 

is conversations. Despite having different perceptions on Facebook’s functionalities, this implies           

that Facebook is an effective platform for NCR and Metro Cebu online retailers to engage               

conversations with their customers and suppliers. 

This context agrees with the findings of Duffett (2016) about the influence of social              

media marketing communications on young customers' attitudes. According to him, the           

emergence of social media encourages businesses to communicate about their products and            

services to customers and suppliers. Moreover, he discovered that traditional platforms have            

declined for the past decades. 

To summarize, the respondents in NCR strongly agree with the effectiveness of            

Facebook’s functionalities in terms of conversations, identity and sharing, while respondents           

from Metro Cebu strongly agree with the effectiveness of Facebook’s functionalities in terms of              

conversations, relationships, and identity. Facebook scores the highest in conversations for both            

locations. On the other hand, presence and groups rank the lowest in the NCR and Metro Cebu,                 

respectively. 

This context agrees with the findings of Mogos and Smits (2013) in their study about               

social media’s effects on business performance. The authors discovered that each social media             

tool utilized by their focused company covers specific functionalities of the Honeycomb            

Framework of Hemkens, et al. in 2011. Moreover, the organization of the business can benefit               

from the comprehensibility of the tools' functionalities. Also, Facebook is a functional tool that              

creates a virtual ecosystem for the improvement of online businesses. The Network Business             

Operating Logic, the theory of Alt et al. (2001) and Van Heck and Vervest (2007) that the study                  

utilizes, supports the claim. 



 

Perceived Impact of Facebook Use on the Business Capabilities  

 

Table 2. The Perceived Impact of Facebook Use on the Business Capabilities of the NCR               
and Metro Cebu Online Retailers 

Statements NCR VI Metro Cebu VI 

Collaboration and Communication (CC) 

I can discuss current issues with my       
employee/s (like delivery men) using     
Facebook. 

4.2 A 4.13 A 

I can contact my employee/s quickly      
through Facebook. 

4.33 A 4.13 A 

My employee/s and I can discuss future       
plans for our business to grow using       
Facebook. 

4.23 A 4.17 A 

My employee/s and I can plan our daily        
schedules (like delivering goods) using     
Facebook. 

4.13 A 4.2 A 

I can evaluate more efficient     
communication methods through   
Facebook. 

4.3 A 4.2 A 

AWM 4.27 A 4.17 A 

Rapid Application Development (RAD) 

Facebook helps me communicate with     
suppliers in replacing damaged goods. 

4.53 SA 4.13 A 

I can easily contact my supplier that       
develops my product/s through    
Facebook. 

4.67 SA 4.13 A 

I can think of ways on how to improve         
my product/s with the help of Facebook. 

4.37 A 4.37 A 

Facebook helps me alleviate people’s     
problems (e.g. customers need protective     
equipment during the pandemic) through     
developing a product.  

4.53 SA 4.17 A 



 

Facebook presents my customers’    
recommendations for the betterment of     
my product and service.  

4.47 A 4.23 A 

AWM 4.52 SA 4.21 A 

Customer Relationship Management (CRM) 

I can get my customer’s information      
(like complete address, name, and     
orders) easily through Facebook. 

4.37 A 4.1 A 

I can reach more customers on      
Facebook. 

4.53 SA 4.27 A 

Facebook helps my customers send their      
feedback for my products and service. 

4.6 SA 4.3 A 

I can easily talk to my customers through        
Facebook. 

4.53 SA 4.2 A 

I can solve my customers’ issues (e.g.       
delayed replies) using Facebook.  

4.37 A 4.07 A 

AWM 4.48 A 4.19 A 

Innovation 

Facebook shows me the products, which      
my customers need. 

4.33 A 4.3 A 

Facebook helps me showcase the value      
of my product through advertising. 

4.53 SA 4.33 A 

Facebook helps me increase my     
productivity. 

4.5 SA 4.3 A 

Facebook helps me effectively sell my      
product/s. 

4.57 SA 4.33 A 

Facebook allows me to reach out to       
people (e.g. friends and relatives) who      
will help in developing my business. 

4.37 A 4.4 A 

AWM 4.46 A 4.33 A 

 
 



 

*VI - verbal interpretation SA - strongly agree A - agree N - neutral D - disagree
SD - strongly disagree 

Training 

Using Facebook improves my    
knowledge in operating my business.  

4.33 A 4.27 A 

Using Facebook improves my    
employee’s experiences for the online     
business. 

4.53 SA 4.2 A 

Facebook improves my entrepreneurial    
capabilities. 

4.5 SA 4.37 A 

Facebook helps me access media     
coverages (e.g, business vlogs and     
seminars) that train me in propagating      
my online business.  

4.57 SA 4.27 A 

I am capable of teaching my employees       
my business' moral codes through     
Facebook. 

4.37 A 4.13 A 

AWM 4.46 A 4.25 A 

Knowledge Management (KM) 

I can share my thoughts with my       
customers and suppliers through    
Facebook. 

4.53 SA 4.23 A 

Facebook gives me information about     
current events related to business. 

4.37 A 4.27 A 

Facebook updates me about the     
economic policies and news of my      
country. 

4.23 A 4.0 A 

I can improve my communication skills      
through Facebook. 

4.33 A 4.3 A 

I can improve my communication     
methods between me and my suppliers      
and customers through Facebook.  

4.37 A 4.23 A 

AWM 4.37 A 4.21 A 



 

 
Table 2 presents the results on the impact of Facebook use on the business capabilities of                

NCR and Metro Cebu online retailers. For the NCR, rapid application development (RAD),             

customer relationship management (CRM), and innovation have the highest ranks. In Metro            

Cebu, innovation, training, knowledge management (KM), and RAD have the highest means. 

For RAD, the average weighted mean of the NCR indicates that Facebook increases the 

speed of developments among the online retailers in that area. Mogos and Smits (2013) support               

this finding wherein they explained that the efficiency of Web 2.0 tools enhances the overall               

rapid development of an industry. 

In the field of innovation, the respondents in Metro Cebu agree on how efficient              

Facebook aids them in innovating products for the customers. Moreover, the table shows that              

Facebook enhances the innovation processes of the online business venture. Similarly,           

Borgmann and his colleagues (2015) support the innovative strategy of using social media. In              

their study about the impact of social media on small businesses, they discovered that such               

platforms increase the success of small businesses. 

To summarize, most of the respondents agree that Facebook influences their business            

capabilities during the COVID-19 pandemic. RAD has the highest mean for the NCR             

respondents, and innovation receives the highest mean for Metro Cebu respondents. Meanwhile,            

CC receives the lowest mean for the NCR, and KM has the lowest mean for Metro Cebu. This                  

finding contradicts the conclusion of Mogos and Smits (2013), wherein the authors found out              

that collaboration and communication (CC) has the highest impact on business capabilities while             

innovation is otherwise. 



 

Difference in Online Retailers’ Perceived Business Capabilities When Analyzed According          

to Their Location 

 

Table 3. One-way ANOVA Results Using The Indicators of Business Capabilities           
Determined by the Respondents’ Location 

*p<0.05  

Table 3 displays the results of the impact of Facebook on the business capabilities of               

online retailers based on their location. Based on the calculated F-value, there is a significant               

difference between the two independent groups at a 0.05 level of significance. The result              

indicates that business location, as a demographic profile, is a significant variable, which affects              

the business capabilities of online retailers between the two metropolitan regions. However, the             

effect size symbolizes that both locations do not have a strong magnitude. 

In the Philippine setting, the National Capital Region (NCR) and Metro Cebu may have              

different market sizes of their products during the pandemic. Moreover, the population density of              

the NCR and Metro Cebu can also influence the demand for the online retailers’ products, for                

more people opt to shop online due to quarantine measures, such as social distancing. Owners of                

online businesses must, therefore, think of ways on how to reach out to the target markets of                 

their products using the functionalities of Facebook and other social media platforms. 

The outcome corresponds to the study of Indarti (2004) about business location and             

success among internet cafés. The author concluded that the “location of the internet cafés is               

found to be having a direct and significant effect on business success” (p. 186). The investigation                

Business 
Location 

Sum of 
Squares  

Mean 
Square 

Standard 
Deviation 

dfb dfw F Effect 
Size 

NCR 114.37 4.37 0.1041 1 10 8.145 0.5467 

Metro Cebu 107.2 4.23 0.0572   



 

also discovered that “geographical location, access speed, [the] comfort of [the] place, quality of              

services, and rental price” influence the business success of internet cafés (p. 187). 

The result also agrees with the Location Theory in the field of economics and geography.               

According to Murray (2017), the theory explains that economic patterns are evident in a specific               

region, which associates with behaviors of consumers, settlements, and competition. Since there            

are different patterns of economic behavior between the two metropolitan areas, business            

location truly affects online retailers’ business capabilities during the COVID-19 pandemic. 



 

CONCLUSION 

The outcome of this research proves the perceived effectiveness of Facebook's social            

media functionalities in improving the business capabilities of online retailers in the Philippines.             

It also indicates that Facebook's functionalities have a positive influence on the business             

capabilities of online entrepreneurs. In other words, as the level of the indicators of Facebook's               

functionalities increases, the level of business capabilities also increases. Furthermore, business           

location is a demographic variable that significantly influences business capabilities between the            

two metropolitan areas.  

Based on the study's findings, the researchers have drawn three conclusions: 

First, the study discovered that the respondents’ perceived Facebook's functionalities          

provide online businesses with a virtual ecosystem.  

Next, the study uncovered evidence about the positive impact of perceived Facebook use             

on the perceived business capabilities of online retailers.  

Finally, the study discovered that there is a significant difference between online retailers'             

perceived business capabilities and business location.  

In the light of the study’s findings, the following recommendations were drawn. 

1. Filipinos should seize the opportunity of using social media, especially Facebook, in            

their businesses nowadays. Such platforms have become one of the efficient means of             

increasing employment rates in the country. 

2. Online retailers must be aware of the capabilities of their entrepreneurial ventures. They             

must focus on developing practical strategies to expand the capacities of their online             

business. They can attain this by thoroughly understanding how powerful social media is             

 



 

during the COVID-19 pandemic. Additionally, since there are other virtual platforms, the            

researchers recommend utilizing additional social media applications to increase their          

online businesses' virtual ecosystem. 

3. Business analysts should utilize business analytics to determine the appropriate actions            

that will allow enterprises to expand during the new normal. Moreover, the researchers             

suggest they base their decisions on credible resources, such as this research study and              

other government investigations. 

4. Consumers should take their part in allowing the Philippine economy to flow            

continuously. Online businesses in this present-time cannot operate without them. Hence,           

consumers must support local entrepreneurial ventures to support the economic          

development of the country. 

5. Students should  hone their technological skills whenever they plan to help their families 

to have an online business. Also, the study encourages students to become young 

entrepreneurs during the COVID-19 pandemic. Moreover, students can think of new 

techniques on how to face the new-normal life of the Filipinos. 

6. The study equips future investigators with adequate findings related to new-normal           

entrepreneurship. However, since this paper has limitations, the investigators suggest that           

they study more about the impact of demographic variables, such as gender, type of              

business, and personality, on the business success of online entrepreneurs during the            

pandemic. Moreover, this study only focused on a small-scale sample; thus, future            

investigators may gather bigger sample sizes in their studies using both quantitative and             

qualitative data.. 
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APPENDIX A 

Online Survey with Tagalog Subtext 

This appendix contains the study’s research instrument with Tagalog translation for each            

statement, enclosed in parenthesis. After the validation procedure, the researchers uploaded the            

online survey through Google Forms. 

 

 

New-normal Entrepreneurship: The Impact of Facebook’s Functionalities and Business 

Location on Online Retailers’ Business Capabilities 

 

Dear respondent, 

A pleasant day to you. We are Grade 12 students of Catholic Filipino Academy Homeschool               

(CFAH), researching on the Perceived Impact of Facebook’s Use on NCR and Metro Cebu Online               

Retailers’ Business Capabilities. Due to national economic problems, the purpose behind this research             

is to provide a path to determine how Facebook and business location affect the business capabilities of                 

retail businesses in the National Capital Region (NCR) and Cebu City during the COVID-19 pandemic. 

We, the researchers, would appreciate your kind support and cooperation by answering this             

survey form. Completing this survey will only take 10 minutes of your time. We translated our survey to                  

your dialect for your convenience. Please be sure to read and understand the instructions below and                

answer each question honestly. After the completion of this study, we will present to you our findings that                  

can help your business prosper. 

The researchers stick to the confidentiality of information, stated in Section 26 of RA 10625               

(Confidentiality of Information) and Section 8 of RA 10173 (Confidentiality). Thus, the information you              

will share in this survey shall remain confidential. 

Thank you so much for your time. 

 

Sincerely, 

Camay, Amanda Hailey 12 HUMSS 

Marquez, Fiona Agatha 12 ABM 

Oliva, Manuel 12 ABM 

Saquian, Xyren 12 A&D (group leader) 



 

I. Please fill-out the following information below. Tick the appropriate information. 

 

What are the products you offer to your customers? 

(Ano ang mga produkto na  iyong binebenta sa inyong kostumer?) 

 

__ Food products (Mga Pagkain) 

__Clothes and accessories (Mga Damit at mga aksesorya) 

__Personal care products (Mga produkto sa pangangalaga ng sarili) 

__Others (please specify) 

 

What is the location of your online business? 

(Ano ang lokasyon ng iyong negosyo?) 

 

___National Capital Region (NCR) 

___Metro Cebu 

 

II. Please read the following items carefully and tick your answer. 

On identity 

Facebook helps me to create advertisements in promoting my business. 

(Nakakatulong sa akin ang Facebook sa paggawa ng mga ad na nagtataguyod ng aking              

negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows me to control data privacy. 

(Binibigyan ako ng Facebook ng kakayahan na ikontrol and privacy ng aking datos.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me establish my identity to my customers. 

(Nakakatulong ang Facebook itatag ang aking identity sa mga kostumer ko.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 



 

Facebook allows me to continuously maintain my reputation online. 

(Binibigyan akong pagkakataon ng Facebook ipanatili ang aking reputasyon online ng           

tuloy-tuloy.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On conversations 

Facebook helps me keep track of my conversations with my customers. 

(Nakakatulong sa akin ang Facebook subaybayan ang mga pinag usapan namin ng mga             

kostumers.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook is an effective way to start a conversation with my customers. 

(Epektibo na paraan ang Facebook sa pag-umpisa ng pagtatalakay sa mga kostumer ko.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook is an effective tool to communicate with my suppliers. 

(Epektibo na paraan ang Facebook sa pagtatalakay sa mga suppliers ko.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows me to have quick conversations with my customers and suppliers. 

(Madali akong nakakapagtalakay sa aking mga kostumer at tagapagtustos gamit ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On sharing 

Facebook has effective features to share my online content. 

(Mayroong mga epektibo na katangian ang Facebook sa pagbabahagi ng aking online content.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook is a trustworthy social platform for my business. 

(Isang makakatiwalang plataporma ang Facebook para sa aking negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 



 

 

Facebook manages my content (e.g., the public can see my online posts). 

[Pinangangasiwaan ng Facebook ang aking content (example, Nakikita ng publiko ang aking            

mga online posts.)] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me receive information from my customers. 

(Nakakatulong ang Facebook sa pagtanggap ng impormasyon mula sa mga kostumer ko.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On presence 

I can track down the schedule of my online business (like deliveries). 

(Kayo kong subaybayan ang iskedyul ng aking online negosyo tulad ng ipapadala.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me track down my employee/s progress (e.g., my rider has successfully             

delivered goods to my customer). 

(Nakakatulong ang Facebook subaybayan ang progreso ng aking mga empleyado.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows my posts to be accessible to the public. 

(Nabibigyan ako ng pagkakataon ng Facebook marating ang aking mga post sa publiko.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On relationship 

Facebook helps me meet new people who will improve my business. 

(Nakakatulong sa akin ang Facebook sa pagkilala ng mga bagong tao na makakatulong sa aking               

negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook is an efficient platform to interact with others. 



 

(Epektibong plataporma ang Facebook para makipag-ugnayan sa iba.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows me to continue in establishing customer relationships despite the quarantine            

measures. 

(Napapatuloy ko ang pag-establish ng customer relationships sa Facebook kahit mayroong           

quarantine measures.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

 

On reputation 

Facebook helps my product’s pictures gain likes for my business. 

(Nakakatulong ang Facebook sa pagpapalaganap ng likes ng mga larawan ng produkto ko para sa               

aking negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Because of posting, more people recommend my products to their friends on Facebook. 

(Dahil sa pagpopost, maraming mga tao ang nagrerekomenda sa kanilang kakilala tungkol sa             

aking mga produkto sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Uploading videos (e.g. live videos)  that feature my product on Facebook garners more viewers. 

[Ang pag-uupload ng videos (e.g. live videos) na nagpapakita ng produkto ko ay             

nakakapalaganap ng maraming viewers sa Facebook.] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On groups 

Facebook allows me to sort my contacts. 

(Binibigyan ako ng Facebook ng kakayahan na paguri-uriin ang aking mga contact.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 



 

Facebook helps my number of customers grow. 

(Nakakatulong ang Facebook sa pagdarami ng aking mga kostumer.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

 

III. Please read the following items carefully and tick your answer. 

On collaboration and communication 

I can discuss current issues with my employee/s (like delivery men)  using Facebook. 

(Kaya kong talakayin ang mga kasalukuyang isyu sa aking mga empleyado gamit ang             

Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can contact my employee/s quickly through Facebook. 

(Kaya kong makipag-ugnayan ng madali sa aking mga empleyado gamit ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

My employee/s and I can discuss future plans for our business to grow using Facebook. 

(Kaya ng aking mga empleyado at ako talakayin ang mga plano sa umaabot na panahon na                

makakatulong sa paglago ng aming negosyo gamit ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

My employee/s and I can plan our daily schedules (like delivering goods) using Facebook. 

(Kaya ng aking mga empleyado at ako magplano ng pang araw-araw na iskedyul (tulad ng               

paghahatid ng produkto) gamit ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can evaluate more efficient communication methods through Facebook. 

(Kaya kong suriin ang mga iba pang mabisang pamamaraan ng pag-uusap gamit ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On rapid application development 



 

Facebook helps me communicate with suppliers in replacing damaged goods. 

(Nakakatulong sa akin ang Facebook makipag-usap sa mga supplier sa pagpapalit ng mga sira              

na produkto.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can easily contact my supplier that develops my product/s through Facebook. 

(Madali para sa akin i-contact ang supplier kung saan ko inaangkat ang mga produktong              

nabebenta gamit ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can think of ways on how to improve my product/s with the help of Facebook. 

(Kaya kong mag-isip ng mga paraan na ikagaganda at ikauunlad pa ng aking mga produkto sa                

tulong ng Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me alleviate people’s problems (e.g. customers need protective equipment           

during the pandemic) through developing a product. 

(Nakakatulong sa akin ang Facebook mapagaan ang mga problema ng mga tao tulad ng              

paghahanap ng kagamitan para sa proteksiyon habang nasa pandemya.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook presents my customers’ recommendations for the betterment of my product and            

service. 

(Ipinapahayag ng Facebook ang mga rekomendasyon ng aking kustomers para sa ikabubuti ng             

aking mga produkto at serbisyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

  

On customer relationship management 

I can get my customer’s information (like complete address, name, and orders) easily through              

Facebook. 



 

(Madali para sa akin kunin ang impormasyon ng aking mga kustomer (tulad ng adres, pangalan,               

at order) gamit ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can reach more customers on Facebook. 

(Nabibigyan ako ng pagkakataon na mas maparami ang aking mga kustomers sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps my customers send their feedback for my products and service. 

(Makakatulong ang Facebook sa aking mga customers sa kanilang pag-sesend ng kanilang            

komento para sa aking mga produkto at serbisyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can easily talk to my customers through Facebook. 

(Madali para sa akin kausapin ang aking mga kostumers gamit ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can solve my customers’ issues (e.g. delayed replies) using Facebook. 

(Kaya kong ayusin ang mga isyu ng aking mga kustomer (tulad ng mga naantala na sagot) gamit                 

ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On innovation 

Facebook shows me the products, which my customers need. 

(Ipinapakita ng Facebook ang mga produkto na kinakailangan ng aking mga customers.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps showcase the value of my product through advertising. 

(Nakakatulong sa akin ang Facebook sa pagpapahiwatig ng halaga ng aking produkto sa             

pamamaraan ng pag-aanunsyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 



 

 

Facebook helps me increase my productivity. 

(Nakatutulong  ang Facebook sa aking pagiging produktibo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me effectively sell my product/s. 

(Epektibong nakatutulong ang Facebook sa pagbebenta ng aking mga produkto.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows me to reach out to people (e.g. friends and relatives) who will help in                

developing my business. 

(Nabibigyan ako ng Facebook ng kakayahan na maabot ang mga taong malayo sa akin (tulad ng                

mga kaibigan at kamag-anak) na makakatulong sa pag-unlad ng aking negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On training 

Using Facebook improves my knowledge in operating  my online business. 

(Ang paggamit ng Facebook ay tumutulong sa pagbbuti ng aking kaalaman sa pag-ooperate ng              

aking online business) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Using Facebook improves my employee/s experiences for the online business. 

(Ang paggamit ng Facebook ay tumutulong pagbutihin ang karanasan ng aking mga empleyado             

sa pagbebenta online.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook improves my entrepreneurial capabilities. 

(Napagbubuti ng Facebook ang aking mga kakayahan ng pagiging negosyante.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 



 

Facebook helps me access media coverages (e.g. business vlogs and seminars) that train me in               

propagating my online business. 

[Nakakatulong sa akin ang Facebook sa paghahanap ng mga media (tulad ng mga vlog para sa                

negosyo at seminars) na maka katulong sa aking online na negosyo.] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I am capable of teaching my employees my business’ moral codes through Facebook. 

(Ako ay may kakayahang turuan ang mga mabubuting asal sa aking mga empleyado gamit ang               

Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On knowledge management 

I can share my thoughts with my customers and suppliers through Facebook. 

(Kaya ko ibahagi ang aking mga saloobin o opinyon sa aking mga kustomers gamit Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook gives me information about current events related to business. 

(Nakakapagbigay sa akin ang Facebook tungkol sa mga business na balita.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook updates me about the economic policies and news of my country. 

(Pinapaupdate ako ng Facebook tungkol sa mga ekonomik na polisiya at balita sa aking bansa.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can improve my communication skills through Facebook. 

(Kaya kong pagbutihin ang aking kakayahan sa pag uusap gamit ang Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can improve my communication methods between me and my suppliers and customers through              

Facebook. 

(Kaya kong pagbutihin ang mga pamamaraan sa pakikipagtalakay gamit ang Facebook.) 



 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

 

Thank you for participating in our research. The information we have collected from you will               

benefit our objectives. Once our study is done, we will report the things that will help you in                  

improving your business through new-normal ways. 



 

APPENDIX B 

Online Survey with Cebuano Subtext 

This appendix contains the study’s research instrument with Cebuano translation for each            

statement, enclosed in parenthesis. After the validation procedure, the researchers uploaded the            

online survey through Google Forms. 

 

 

New-normal Entrepreneurship: The Impact of Facebook’s Functionalities and Business 

Location on Online Retailers’ Business Capabilities 

 

Dear respondent, 

A pleasant day to you. We are Grade 12 students of Catholic Filipino Academy Homeschool               

(CFAH), researching on the Perceived Impact of Facebook’s Use on NCR and Metro Cebu Online               

Retailers’ Business Capabilities. Due to national economic problems, the purpose behind this research             

is to provide a path to determine how Facebook and business location affect the business capabilities of                 

retail businesses in the National Capital Region (NCR) and Cebu City during the COVID-19 pandemic. 

We, the researchers, would appreciate your kind support and cooperation by answering this             

survey form. Completing this survey will only take 10 minutes of your time. We translated our survey to                  

your dialect for your convenience. Please be sure to read and understand the instructions below and                

answer each question honestly. After the completion of this study, we will present to you our findings that                  

can help your business prosper. 

The researchers stick to the confidentiality of information, stated in Section 26 of RA 10625               

(Confidentiality of Information) and Section 8 of RA 10173 (Confidentiality). Thus, the information you              

will share in this survey shall remain confidential. 

Thank you so much for your time. 

 

Sincerely, 

Camay, Amanda Hailey 12 HUMSS 

Marquez, Fiona Agatha 12 ABM 

Oliva, Manuel 12 ABM 

Saquian, Xyren 12 A&D (group leader) 



 

I. Please fill-out the following information below. Tick the appropriate information. 

 

What are the products you offer to your customers? 

(Unsa’y mga produkto imong ginabaligya sa imong mga customers?) 

 

__ Food products (Mga Pagkaon) 

__Clothes and accessories (Mga sanina ug alahas) 

__Personal care products (Mga personal nga produkto) 

__Others (please specify) 

 

What is the location of your online business? 

(Asa ka nagnegosyo karon?) 

 

___National Capital Region (NCR) 

___Metro Cebu 

 

II. Please read the following items carefully and tick your answer. 

On identity 

Facebook helps me to create advertisements in promoting my business. 

(Makatabang ang Facebook sa paghimo’g advertisements para sa pag-asenso sa akong negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows me to control data privacy. 

(Macontrol nako ang data privacy sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me establish my identity to my customers. 

(Makatabang ang Facebook sa pagpalambo sa akong identity sa mga customers nako.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

 



 

Facebook allows me to continuously maintain my reputation online. 

(Mapadayon nako ang pagpalambo sa akong online nga reputasyon sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On conversations 

Facebook helps me keep track of my conversations with my customers. 

(Makatabang ang Facebook sa pag-manage sa akong mga conversations sa customers nako.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook is an effective way to start a conversation with my customers. 

(Epektibo nga pamaagi ang Facebook sa pagsturya sa mga customers nako.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook is an effective tool to communicate with my suppliers. 

(Epektibo nga pamaagi ang Facebook sa pagsturya sa mga suppliers nako.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows me to have quick conversations with my customers and suppliers. 

(Mahimong makasturya ko sa akong mga customers ug suppliers sa dali nga pamaagi sa              

Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On sharing 

Facebook has effective features to share my online content. 

(Adunay mga epektibo nga pamaagi ang Facebook sa pag-share sa akong online nga content.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook is a trustworthy social platform for my business. 

(Makasaligan nga plataporma ang Facebook para sa akong negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 



 

Facebook manages my content (e.g., the public can see my online posts). 

[Mamanage sa Facebook akong mga ipangpost (example, makakita ang public sa akong            

content.)] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me receive information from my customers. 

(Makatabang ang Facebook sa pag-receive og information gikan sa mga customers nako.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On presence 

I can track down the schedule of my online business (like deliveries). 

(Makasunod ko sa schedule sa akong online nga negosyo pareha anang pagdeliver.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me track down my employee/s progress (e.g., my rider has successfully             

delivered goods to my customer). 

[Makasunod ko sa agi sa akong mga trabahante (example, akong rider nakadeliver na gyud sa               

mga gipangorder sa akong customer.)] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows my posts to be accessible to the public. 

(Mapaabot ra sa Facebook akong mga posts sa publiko.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On relationship 

Facebook helps me meet new people who will improve my business. 

(Makatabang nako ang Facebook sa pag-ila-ila og mga tawo nga makatabang sa pag-asenso sa              

akong negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

 



 

Facebook is an efficient platform to interact with others. 

(Epektibo nga plataporma ang Facebook sa pag-interact sa uban.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows me to continue in establishing customer relationships despite the quarantine            

measures. 

(Mapadayon gihapon nako akong paghimo og customer relationships sa Facebook bisan adunay            

quarantine measures.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

 

On reputation 

Facebook helps my product’s pictures gain likes for my business. 

(Makatabang ang Facebook sa pagpadaghan og likes sa mga hulagway sa akong produkto para sa               

negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Because of posting, more people recommend my products to their friends on Facebook. 

(Tungod sa pagpost, daghang mga tawo ang morecommend sa akong mga produkto sa ilang mga               

amigo sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Uploading videos (e.g. live videos)  that feature my product on Facebook garners more viewers. 

[Mapadaghan sa viewers ang pag-upload og mga videos (example, mga live videos) nga             

nag-advertise sa akong produkto sa Facebook.] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On groups 

Facebook allows me to sort my contacts. 

(Maka-arrange ko sa akong contacts pinaagi sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 



 

 

Facebook helps my number of customers grow. 

(Makatabang ang Facebook sa pagpadaghan sa akong customers.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

 

III. Please read the following items carefully and tick your answer. 

On collaboration and communication 

I can discuss current issues with my employee/s (like delivery men)  using Facebook. 

(Makahigayon ko’g hisgot sa mga importante nga butang sa akong mga trabahante pareha anang              

delivery man pinaagi sa paggamit og Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can contact my employee/s quickly through Facebook. 

(Paspas ko maka-contact sa akong mga trabahante pinaagi sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

My employee/s and I can discuss future plans for our business to grow using Facebook. 

(Mahimong makaplano ko ug akong trabahante bahin sa mga muabutay nga adlaw aron             

mapalambo namo ang negosyo pinaagi sa paggamit og Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

My employee/s and I can plan our daily schedules (like delivering goods) using Facebook. 

(Makaplano ako ug akong trabahante sa among inadlaw nga schedule pareha anang pagdeliver             

og goods pinaagi sa paggamit og Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can evaluate more efficient communication methods through Facebook. 

(Masuwayan nako ang mga mas epektibo nga pamaagi sa komunikasyon pinaagi sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 



 

On rapid application development 

Facebook helps me communicate with suppliers in replacing damaged goods. 

(Makatabang nako ang Facebook sa pag-sturya sa akong suppliers aron mailisdan ang mga             

nadamage nga goods.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can easily contact my supplier that develops my product/s through Facebook. 

(Dali ko maka-contact sa akong supplier nga naghimo sa akong produkto pinaagi sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can think of ways on how to improve my product/s with the help of Facebook. 

(Makahunahuna ko’g pamaagi nga makapalambo sa akong mga produkto pinaagi sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me alleviate people’s problems (e.g. customers need protective equipment           

during the pandemic) through developing a product. 

[Makatabang nako ang Facebook sa pag-alibyo sa mga problema sa tawo pinaagi sa paghimo og               

produkto (example, nangailangan ang mga customers karon og mga protective equipment sa            

panahon sa pandemya).] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook presents my customers’ recommendations for the betterment of my product and            

service. 

(Makapakita ang Facebook sa mga suggestions sa akong customers para sa pagpanindot sa akong              

mga produkto ug serbisyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

  

On customer relationship management 

I can get my customer’s information (like complete address, name, and orders) easily through              

Facebook. 



 

[Dali ko makakuha sa impormasyon (pareha anang address, pangan, ug gina-order) sa akong             

mga customers pinaagi sa Facebook.] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can reach more customers on Facebook. 

(Mas daghan akong ma-cater nga customers sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps my customers send their feedback for my products and service. 

(Makatabang sa pagpadala sa akong customers sa ilang feedback sa akong mga produkto ug              

serbisyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can easily talk to my customers through Facebook. 

(Mas dali ko makatabi sa akong mga customers pinaagi sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can solve my customers’ issues (e.g. delayed replies) using Facebook. 

[Makasolba ako sa mga issues sa akong customers (example, delayed replies) pinaagi sa             

Facebook.] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On innovation 

Facebook shows me the products, which my customers need. 

(Makapakita ang Facebook sa mga produkto nga ginakinahanglan sa akong mga customers.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps showcase the value of my product through advertising. 

(Makatabang nako ang Facebook sa pagpakita sa kaimportante sa akong produkto pinaagi sa             

pag-advertise.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 



 

 

Facebook helps me increase my productivity. 

(Makatabang nako ang Facebook sa pagpalambo sa akong pagkamabungahon.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook helps me effectively sell my product/s. 

(Makatabang ang Facebook sa pagbaligya sa akong mga produkto sa epektibo nga pamaagi.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook allows me to reach out to people (e.g. friends and relatives) who will help in                

developing my business. 

[Makatabang ang Facebook sa pag-isturya sa mga tawo (example, mga amigo ug kaliwat) nga              

makatabang sa pagpalambo sa akong negosyo.] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On training 

Using Facebook improves my knowledge in operating  my online business. 

(Makapalambo ang paggamit sa Facebook sa akong kinaadman para sa akong online nga             

negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Using Facebook improves my employee/s experiences for the online business. 

(Makapalambo ang paggamit sa Facebook sa mga kasinati-an sa akong trabahante para sa online              

nga negosyo.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook improves my entrepreneurial capabilities. 

(Makapalambo ang Facebook sa akong mga negosyante nga kapabilidad.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 



 

Facebook helps me access media coverages (e.g. business vlogs and seminars) that train me in               

propagating my online business. 

[Makatabang ang Facebook sa pag-access og media coverages (example, mga business vlogs ug             

seminars) nga makatudlo kanako sa pagpalambo sa akong online nga negosyo.] 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I am capable of teaching my employees my business’ moral codes through Facebook. 

(Hanas ko sa pagtudlo sa akong mga trabahante sa mga maayong binuhatan sa akong negosyo               

pinaagi sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

On knowledge management 

I can share my thoughts with my customers and suppliers through Facebook. 

(Ma-share nako akong mga hunahuna sa akong customers ug suppliers sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook gives me information about current events related to business. 

(Makahatag ang Facebook og impormasyon bahin sa mga bag-o nga business news.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

Facebook updates me about the economic policies and news of my country. 

(Ginaupdate ako sa Facebook bahin sa mga ekonomik nga polisiya ug news sa akong nasod.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can improve my communication skills through Facebook. 

(Mapalambo nako akong kapabilidad sa komunikasyon pinaagi sa Facebook.) 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

I can improve my communication methods between me and my suppliers and customers through              

Facebook. 

(Mapalambo nako akong pamaagi sa komunikasyon gamit ang Facebook.) 



 

___ Strongly Agree ___ Agree ___Neutral ___ Disagree ___ Strongly Disagree 

 

 

Thank you for participating in our research. The information we have collected from you will               

benefit our objectives. Once our study is done, we will report the things that will help you in                  

improving your business through new-normal ways. 
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Abstract: 
 

College students who continue to remain at a beginner’s level even after six years of English study are 
considered to have low self-efficacy,* which makes it difficult for them to improve their proficiency. This is 
thought to be a negative result of the traditional teaching methods that have been used with them. 

What are traditional teaching methods? Izumi’s (2009) list of major characteristics of these methods are 
given below:  
1) The language of grammar rules and vocabulary are emphasized. 
2) Natural English communication is not generated. 
3) Language acquisition is accomplished through the careful accumulation of language items, one by one. 
4) Instruction is teacher centered. 
5) If students do not achieve, it is the students’ fault, not the teachers’. 
6) Students are expected to be perfect. 
7) Most students fall behind.  
8) Most students do not understand what they are studying English for, which decreases their motivation. 
The sense of impossibility that most students face is inversely related to the components of their 
self-efficacy, such that this approach reduces their self-efficacy. 

Traditional teaching methods are intended to provide remedial education in many colleges but may result 
in poor teaching results and may even be counterproductive. 

Most students at the college where the author works are false beginners. They have studied English in a 
traditional way to this point and thus have low self-efficacy. 

Students with low levels of English proficiency are not confident in their skills because they have had 
little experience success in their earlier English classes. However, Makino (2013) reports that by the 
provision of certain educational interventions intended to increase their self-efficacy, the English language 
proficiency of such students can be improved. Makino argues that to increase the English proficiency of 
beginner-level students, it is important to increase their self-efficacy. 

The approach termed shadowing may also have positive effects. 
Shadowing is a technique used to improve interpretation skills. It is the act or task of listening where the 

learner tracks speech that is heard and vocalizes it as clearly as possible, while listening attentively to 
incoming information (Tamai, 1997). According to Hamada (2017), shadowing is often regarded as mere 
parroting, but it is in fact cognitively complicated. It can assist learners to automatize speech perception and 

mailto:shiota@ikuei-g.ac.jp


internalize new learning items (Kadota, 2012). Hamada (2011) and Shiota (2011) show that shadowing can 
provide develop self-efficacy, and enable the accomplishment of language performance. 

Shiota (2020) regards collaborative paired-shadowing as meeting all of Bandura’s self-efficacy 
requirements and examines whether two types of shadowing (regular and paired) could enhance students’ 
low self-efficacy. The results of this study imply that shadowing can allow beginners to learn the basics of 
English without relying on traditional means, and it may also improve their self-efficacy and hence their 
willingness to learn. In her study, 15 lesson periods were each divided into two, where the first half adopted 
regular shadowing, followed by paired shadowing in the latter half. The effectiveness of the two could not 
be compared statistically, but it was found that paired shadowing did exhibit different features from regular 
shadowing, which could benefit false beginners to improve their self-efficacy. 

This presentation for the 19th Annual Hawaii International Conference rests on the data published in 
Shiota (2020). In this small presentation, 
(1) the unique features of the effectiveness of paired shadowing are given an overview, and 
(2) the ways that could enhance positive features that could improve false beginners’ self-efficacy in English 
learning are discussed to provide directions for further research. 
 
* According to Bandura (1977), self-efficacy drives the actions necessary to achieve the desired results, and 
he classified the concepts of self-efficacy into the following four categories:  
1) performance accomplishment 
2) vicarious learning 
3) verbal encouragement 
4) emotional state 
 
References: 
 
Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological Review, 84, 

191-215. 
Hamada, Y. (2011). The Efforts in Designing Shadowing Activities for Remedial Education: What is  

Beneficial to Improve Self-Efficacy and Reduce Learning Cost (Torikumiyasui  
Shadowing Houhou no Kenkyu: Jikokoryokukan no Ikusei to Kosutokan no Yokusei).  
The Journal of Remedial Education, 6, 1, 71-78. 

Hamada, Y. (2017). Teaching EFL Learners Shadowing for Listening: Developing Learners’ Bottom-up 
Skills. New York: Routledge. 

Izumi, S. (2009). Focus on Form for a New English Education (Focus on Form wo Toriireta Atarashii Eigo 
Kyoiku). Tokyo: Taishukan. 

Kadota, S. (2007). Science of Shadowing and Reading-aloud (Shadowing to Ondoku no Kagaku). Tokyo: 
Cosmopia. 

Kadota, S. (2012). Science of Shadowing, Reading-aloud and Language Learning (Shadowing/Ondoku to 
Eigo Shutoku no Kagaku). Tokyo: Cosmopia 

Makino, M. (2013). The Efforts in Designing English Classes for Beginner-level College Students (Eigo ga  
Nigatena Daigakusei no Jikokoryokukan wo Takameru Jyugyodukuri). The Journal of  
Remedial Education, 8, 1, 172-180. 



Shiota, K. (2011). The Effectiveness of Shadowing on the Confidence of Students from the Grammar- 
Translation Background, Sophia Linguistica, 59, 249-268. 

Shiota, K. (2020). A Study of the Effectiveness of Shadowing on False-Beginners’ Self-Efficacy toward 
English Grammar Learning, Sophia Linguistica, 68, 119-134. 

Tamai, K. (1997). The Effectiveness of Shadowing on the Process of Listening (Shadowing no Koka to  
Chokai Process ni okeru Ichizuke). Current English Studies, 36, 105-116. 

 
 
 
 
 
 
 



Gaming Instructional Materials for Promoting Metacognitive Skills  

in Interpersonal Problem-solving 
 
 

Yoshiko Okada 
College of Engineering, Shibaura Institute of Technology, Japan 

 y-okada@shibaura-it.ac.jp 
 

Toshiki Matsuda 
Institute for Liberal Arts, Tokyo Institute of Technology, Japan 

matsuda@et4te.org 
 
 

Abstract: In this study, the problem-solving skills that can be used to address interpersonal conflicts 
among university students are defined as interpersonal problem-solving skills. We redesigned the 
“Theory of Human Relations” curriculum to emphasize general problem-solving and metacognitive 
abilities. The purpose of this study was to develop instructional gaming materials that promote 
metacognitive skills in interpersonal problem-solving, practice using the materials, and examine their 
educational effects. 

 
 
Introduction 

 
In social skills training (SST) and social skills education (SSE), behaviorist teaching methods such as 

“learning opportunities → evaluation → feedback” have been adopted; however, it has been noted that learning effects 
are difficult to transfer or maintain. Bruer (1993) points out that general problem-solving skills require instruction on 
general strategies and metacognition. In addition, metacognitively aware and informed instructions are required to 
promote the transfer of general strategies. Metacognitive knowledge is the knowledge necessary for using 
metacognitive skills (monitoring and control), and metacognition encompasses both metacognitive knowledge and 
skills. Metacognitively aware instruction imparts students with metacognitive skills and teaches them when to use 
them, while informed instruction is an explicit description of general strategies, instructions about when the strategies 
are useful, and an explanation of why they are useful. 

Since 2014, the first author has taught "Theory of Human Relations," a liberal arts subject in humanities and 
social studies. The goal of this course is to share knowledge about human relationships, such as social skills, and to 
be able to apply this knowledge and skills in everyday interpersonal situations. To date, lectures have involved 
teaching knowledge and skills (instruction) and repeated practice (behavioral rehearsal), but as with SST and SSE, 
issues of transfer and maintenance have arisen. 

In this study, problem-solving skills in interpersonal conflicts among university students are defined as 
interpersonal problem-solving skills. We redesigned the “Theory of Human Relations” curriculum to emphasize 
general problem-solving and metacognitive abilities. Metacognitive knowledge taught in the course “Theory of 
Human Relations” promoted the utilization of metacognitive skills with e-learning gaming instructional materials. 
Gaming materials provide learners with feedback according to the activity they have selected. Gaming instructional 
materials allow learners to notice and correct the gaps between their choices and the ideal problem-solving strategies, 
rather than immediately providing them with the correct answer when they choose an incorrect option. Gaming 
instructional materials have the advantage of promoting metacognition using coaching techniques, which is difficult 
to achieve with textbooks and lectures. In addition, by analyzing learners’ learning history (log), it is possible to 
evaluate the educational effects by determining whether the learner used metacognition in an interpersonal situation 
and applied appropriate strategies to solve the problem. 
 
 
 
 



Purpose 
 
The purpose of this study was to develop instructional gaming materials that promote metacognitive skills in 

interpersonal problem-solving, practice using the materials, and examine their educational effects. 
 
 
Methods 

In this study, we developed gaming instructional materials according to the following procedure. 
1. We defined problem-solving skills in interpersonal conflicts among university students as interpersonal 

problem-solving skills. 
2. We defined the model for interpersonal problem-solving skills education based on a general-purpose 

problem-solving model. 
3. We redesigned the “Theory of Human Relations” curriculum based on the model. 
4. We created gaming instructional materials based on the model. 

 
1. Problem-solving Model 

 
Fig. 1 presents the “Warp and Woof model of problem solving,” which is a general-purpose problem-solving 

model developed by Matsuda (2015). This model is the basis of our research. Matsuda (2015) integrated various 
general-purpose abilities into problem-solving abilities and proposed the “Warp and Woof model of problem solving.” 
The warp processes are arranged as follows: goal setting→ generate alternatives → rational judgment → derivation 
of optimized solution. Each process consists of woof activities: collect information → process → summarize 
information. 

The detailed model also explicitly and concretely presents ways of viewing and thinking and the domain-
specific knowledge necessary for each process and activity. This model explicitly shows where the necessary 
knowledge can be used and ways of viewing and thinking in problem-solving procedures. In other words, the model 
directly corresponds to metacognitive knowledge, and the warp and woof procedures, along with ways of viewing and 
thinking, correspond to Breuer’s general strategies. 
 

 
 

Figure 1. The Warp and Woof Model of Problem Solving by Matsuda (2015): The Common Framework 
 

Next, we defined a model for interpersonal problem-solving skills education based on a general-purpose 
model (Okada and Matsuda, 2020). In the goal-setting process, we explicitly and concretely defined ways of viewing 
and thinking and the domain-specific knowledge necessary for each woof activity, as shown in Fig. 2. 

 



 
 

Figure 2. The Warp and Woof Model for interpersonal problem-solving skills education (Goal Setting Process) 
 
 
2. Development of gaming instructional materials 

 
The purpose of this instructional gaming material is to promote the development of metacognitive skills in 

order to transfer problem-solving procedures, ways of viewing and thinking, and domain-specific knowledge learned 
in the course to specific everyday interpersonal problem-solving situations. The structure of the gaming materials is 
as follows. We attempted to promote metacognitive skills (monitoring and control) through these procedures. 

 
1. Description of output: After first presenting the interpersonal situation (Fig. 3), gaming materials asked the 

students to describe the output of each process. For example, in the goal-setting process, gaming materials asked, 
“What kind of goal would you set in this situation?” and asked them to describe the goal in the text (Fig. 4). 

 
 
 

 
 

Figure 3. Example of a situation presented in the gaming materials 
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Figure 4.  Description of output 
 
2. Reflecting on the thinking process: Next, the gaming materials asked the students to reflect on the woof activities. 

For example, students were asked what they did or thought about when setting goals (Fig. 5). The options included 
“I thought about various ways to do it,” which should be done in the process of generating alternatives. If students 
choose this option, they would be given feedback as shown in Fig.6. After this kind of feedback was given, 
students were encouraged to think again. 
 

 
 

Figure 5. Reflecting on the thinking process 
 



 
 

Figure 6.  Examples of feedback when students choose the incorrect option 
 
 
On the screen of Fig.7, students were asked which methods of viewing and thinking they should utilize in the 
goal-setting process. On the next screen (Fig. 8), students were asked whether they considered these ways of 
viewing and thinking of “system thinking” when setting goals. Different feedback was given depending on the 
student’s choice. We attempted to promote metacognitive skills through such coaching techniques. 

 
 

 
 

Figure 7.  Example of interactive questions (ways of viewing and thinking) 

• Consider the use of information in 
various situations

• Focus on various "goodness” types
• Think about trade-offs
• Systems thinking  〇



 
 

Figure 8.  Example of interactive questions regarding whether students considered ways of viewing and thinking 
 
 
3. Coaching by giving feedback: Gaming materials gave students feedback according to the activity they selected. 

This feedback allowed learners to notice and correct the gap between their choice and ideal problem-solving 
strategies when an incorrect option was chosen. Table 1. presents examples of feedback according to students’ 
choices. 

 
Table 1. Feedback according to students’ choices 

 
Students’ choices Feedback 

“Yes. I was able to consider it!” 

Sounds good!  
By considering the various possibilities of emotions and situations that 
are not apparent on the surface, it becomes clear which goodness to focus 
on! 

“No. I could not consider it.” 
“To be honest, I forgot this way of 
viewing and thinking” 

You are engaging in metacognition when you realize that you were “not 
conscious” or “had forgotten,” so it is OK to notice this! 
Try to correct your goals by utilizing different viewing and thinking 
methods in “system thinking.” 

“I don’t understand the meaning of the 
terms. I may need a little review. ” 

The viewing and thinking methods in “system thinking” involve 
breaking down the problematic object into elements and then considering 
the relationships between those elements (e.g., iceberg model). 
There is an explanation in the summary on p. 3 of the 6th lecture. Please 
review it. 

• Yes. I was able to consider it!
• No. I could not consider it.
• To be honest, I forgot about this way 

of viewing and thinking
• I don’t understand the meaning of 

the terms. I may need a little 
review… 



3. Practice of lectures and gaming materials 
 

The students who took the “Theory of Human Relations” course were 97 first- to fourth-year university 
students. The instructional gaming materials were practiced after the 11th of the 14 lectures. Teaching materials were 
assigned as homework outside the lecture hours. 
 
 
Results and Discussion 
 

The developed instructional materials are currently being implemented. At present, 42 of the 97 students 
have completed the teaching materials. The reactions of students who used instructional materials are as follows. 

 
 I was able to confirm that I could implement what I had learned, which was a great learning experience. 
 I enjoyed studying in a quiz format. Words of encouragement were given when the answer was correct, and 

detailed feedback was given when the answer was incorrect, so I was able to do the task while maintaining 
motivation. 

 I thought it would be effective because I could confirm the knowledge described in the resume distributed 
in the lecture in the flow of problem solving. 
 

Although only some students have implemented teaching materials thus far, the reactions of the students who 
completed the course were generally positive, and many students mentioned the effectiveness of the gaming materials. 
 
 
Conclusion 

In this study, instructional gaming materials to promote metacognitive skills in interpersonal problem-
solving were developed and practiced after the 11th of the 14 lectures of the “Theory of Human Relations” course. 
The reactions of students who completed the course were generally positive, and many students mentioned the 
effectiveness of the gaming materials. We plan to analyze the students’ learning history (log) once all the students 
have completed the gaming materials. In addition, a second set of gaming materials will be implemented to 
evaluate whether the teaching materials promote metacognitive skills. Furthermore, a third set of gaming 
materials will be implemented to evaluate whether the learning effect is transferred and maintained. 
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ABSTRACT 

The COVID-19, a highly contagious and deadly virus, has triggered lockdowns around the 

world as it became a pandemic. These lockdowns led to the shutdown of the schools since 

face-to-face transactions and classes are prohibited to prevent further spreading of the virus. 

Thus for this study, different types of learning interventions were explored to find out if these 

would increase the level of productivity and creativity of students. Of the 212 senior high 

school students in Catholic Filipino Academy Homeschool, 71 respondents were selected 

randomly using Slovin’s Formula, with a margin of error of 9.7%. Percentage was used to 

determine the respondents’ profile and weighted mean was utilized to identify their level of 

productivity and creativity. Concerning whether or not the interventions improved the 

productivity and creativity of SHS students, it can be seen that the change in the productivity 

level of the participants showed significant increases for all interventions. However, the 

change in the creativity level of the participants for all interventions was not enough to be 

considered significant. The intervention with the highest increase in the student’s level of 

productivity is, uploading PPT slides to SlideShare, followed by YouTube videos to 

supplement online learning, then engaging in other activities aside from school work. Hence, 

in order to maximize students’ learning through productivity and creativity, teachers should 

provide engaging slide presentations and interactive instructional videos.   

 

Keywords: COVID-19, Interventions, Productivity, Creativity 
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INTRODUCTION 

COVID-19, a deadly and highly contagious virus, has triggered lockdowns 

around the world as it became a pandemic. These lockdowns have led to the shutdown 

of numerous businesses and schools since face-to-face interactions, especially school 

classes, have been halted in order to prevent the further spread of the virus. In March 

2020, DepEd (2020) mentioned that further academic requirements are to be 

undertaken as home-based tasks for the remainder of the school year. The Department 

of Education's (DepEd) Basic Education Learning Continuity Plan adopts the 

essential points that Basic education classes shall open in August 2020 instead of June 

2020 since the COVID-19 threat is still present. The Department of Education 

(DepEd), then, announced the President's decision to postpone the school opening for 

the School Year (SY) 2020-2021 from 24 August 2020 to 5 October 2020, 

considering the implementation of Modified Enhanced Community Quarantine in 

some places around the country. In October 2020, DepEd used various Learning 

Delivery Modalities (LDM) to ensure that its learners continue to have learning 

opportunities through blended learning, distance learning, and homeschooling. 

Additional efforts are being supplied by DepEd, like hiring Learning Support Aides 

(LSAs) support and addressing the needs of teachers and parents who are currently 

engaging in distance learning to provide students with education. (DepEd, 2020).  

Therefore, through certain introduced interventions, the study will determine 

whether they are effective in motivating students to be more productive and creative 

in their learning during this new normal; that is, by measuring their perceived level of 

productivity and creativity before and during the pandemic, and when the 

interventions are introduced, respectively.  
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Statement of the Problem 

The main objective of this research is to determine how the various types of 

interventions would affect the level of productivity and creativity of the senior high 

school students of Catholic Filipino Academy. The study was conducted among SHS 

students of the Catholic Filipino Academy (CFA) during the first semester of the 

academic year 2020-2021. The results of the research can guide teachers and parents 

on when and how they can use these learning interventions that will aid the student’s 

motivation to learn more despite the current COVID-19 pandemic. Specifically, the 

study aims to answer the following questions: 

1. What are the productivity and creativity levels of senior high school students 

before and during the COVID-19 pandemic? 

2. If the interventions were introduced, how much would their productivity and 

creativity levels increase/decrease? 

3. What type of intervention yields the highest increase in senior high school 

students' level of productivity and creativity? 
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REVIEW OF RELATED LITERATURE 

This section tackles concepts, ideas, and research related to the study. It 

includes the statistics, types of teaching methods and innovations that are being 

applied during COVID-19, and the impact of the pandemic on the psychological well-

being of students. 

 

Psychological Effects of the COVID-19 Pandemic on Students and How it Affects 

their Productivity and Creativity. 

The study of Cao et al. (2020) shows that among 7,143 sampled college 

students, 24.9% of them experienced anxiety because of the COVID-19 pandemic. 

The odds that a college student will experience anxiety is reduced by 19% and 7.2% if 

living in an urban area and in a rural-urban area, respectively, compared to that if 

he/she is living in a rural area. A college student’s anxiety is also lessened by 27.4% if 

they have a steady family income, and is decreased by 24.8% if they are living with 

their parents (Cao et al., 2020). A student in college is three times more likely to 

experience anxiety if their relatives or acquaintances are infected with COVID-19 

(Cao et al., 2020). 

According to Wang et al. (2020), when students are not in school due to the 

weekends, summer holidays, etc, their weight increases and their endurance fitness 

decreases. The reason for this is because during those times, children have less 

physical activities, have more time in their phones or computers, sleep at any time 

they want, and eat needlessly.  
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The psychological factor of children and adolescents during the COVID-19 

pandemic is an issue that can be easily ignored yet plays an important role. According 

to Wang et al. (2020), children who are quarantined in their homes experience 

posttraumatic stress four times higher compared to children who are not home 

quarantined. Some of the stressors, that result in psychological problems among 

children and adolescents, include long days at home, fear that they become infected 

with the virus, frustration and boredom, lack of socialization among friends, 

classmates, and teachers, no or less personal space at home, and loss of family 

income. 

According to a study made by Kapasia et al. (2020), it was reported that 

among the things undergraduate students face during the current pandemic, and the 

lockdown it has caused; a rise in stress, depression, and anxiety were among the 

things students experience. This may also be caused by other factors like the absence 

of a peaceful place to study; having a poor connection for online classes; or having an 

unfavorable environment for effective learning. 

While the online learning situation that school institutions are currently using 

may seem effective to some, Kapasia et al. (2020) considers that the learning process 

is highly discriminatory due to the challenge some, if not many, that students 

experience; being denied of online learning due to issues experienced by those who 

live in remote areas and marginalized sections. This in turn could heavily affect the 

academic performance of students, especially the sectors who struggle in acquiring 

stable internet connections; or those who struggle to even acquire a device that will 

enable them to attend online classes. 
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High school students are not the only ones affected by the lockdown, but also 

post-graduate students that are studying for their profession. A study conducted by 

Mechili et al. (2020) found that mental health issues are common among nursing 

students, to the point that they are considered at risk. According to the findings of 

their study, 27% of nursing students reported mild to extreme severe levels of 

depression. 

In the study of Hysenbegasi et al. (2005), the mean number of school events 

that were missed was significantly higher among university students who have 

depression as compared to university students who have no depression. The mean 

number of classes missed among depressed students was 14.64, as compared to non-

depressed students, with 2.99; the mean number of assignments missed was 5.45 

among depressed students, whereas among non-depressed students, it was just 0.9; the 

mean number of exams missed among depressed students was 1.36, as compared to 

non-depressed students, with 0.1.  

The cases of anxiety, depression, and the like that were presented by Cao et al. 

(2020), Wang et al. (2005), Kapasia et al. (2020), and Mechili et al. (2020), due to the 

COVID-19 pandemic, cause students to become less productive in their school works, 

following the findings of Hysenbegasi et al. (2005) that depression negatively affects 

the productivity of students. With that, interventions are needed to boost their 

productivity and creativity. 

 

The Global Pandemic as an Underlying Cause for Innovation 
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As it might seem that the pandemic is affecting us negatively, there are some 

positive effects that come out of the situation. An article published by Kumar (2020) 

suggested that due to the pandemic lockdown, innovations are being made in the ways 

education is being taught. 

The article implies that the only way to introduce innovation is when 

something challenges the current norms of society; pushing it to its limit. The switch 

to online methods of learning assures that students are not falling behind their 

education, enabling them to continue their growth and finding new ways to learn 

creatively, reinforcing their skills to deal with situations like these in the future; 

acknowledging the fact that things are always changing and it just so happens that the 

current pandemic is the catalyst for today’s innovation in education (Kumar, 2020). 

Kumar (2020) also suggested that opportunities are much more accessible 

now, because universities are being much more generous in offering courses outside 

of their curriculum, allowing students to learn more about their chosen profession and 

its practical applications in their lives.  

In another research, Raju and Bai (2020) stated that there is a need to adopt 

innovative teachings for continuing education and to prevent stress and anxieties to 

students during the lockdown. 

There are several online platforms which can aid the learning of students, 

Zoom can be used for live lecture sessions; Easy Class or Google Classroom can be 

used for assigning assignments to students; SlideShare can be used to upload 

PowerPoint (PPT) materials for students who cannot join the live lectures. Other 
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platforms available are YouTube, Whats app, E-mail, and Google Forms (Raju & Bai, 

2020).  

Another learning intervention which was recommended by Chick et al. (2020) 

was the use of a “flipped classroom strategy”, a model wherein students are shown 

prerecorded video lectures then after watching those, students and teachers engage in 

an online conference wherein they discuss the subject in an interactive manner. 

Interventions are not only done in schools, in the study of Bao et al. (2020), 

companies are implementing Work From Home (WFH) for IT developers, due to the 

COVID-19 pandemic. In their research, it was found out that some developers 

improved their productivity when working at home compared to working in the 

office, because there is work-life balance; there are no transportation costs; there are 

no workmates that will disturb them, which can distract them from their work; and 

they have more energy to work since it is their first time working at home for their 

whole shift. In the same study of Bao et al. (2020), some developers decreased their 

work productivity when working at home compared to working in the office because 

there are things that interrupt their work such as looking after their children; and there 

are lots of distractions. 

Kaushik et.al. (2020), stated that employees' satisfaction is needed for the 

performance of any organization in the world for only a satisfied employee is capable 

of building and maintaining good relationships within his/her surroundings which also 

enhances his/her level of productivity. One of the recommendations in the study of 

Kaushik et al. (2020) is that to improve the productivity of employees, employers 

must engage them in other activities aside from work. 
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While these studies focus on the interventions for workers, these may also be 

applicable to students. Hence, the intervention of Kaushik et al. (2020) was included 

in this study aside from the learning innovations from the research of Raju and Bai 

(2020) and Chick et al. (2020). 

 

 

Theoretical Framework 

This study is anchored on Self-Determination Theory (SDT). 

The Self-Determination Theory idea was propounded out of the work of 

psychologists Edward Deci and Richard Ryan, who first introduced their ideas in their 

1985 book Self-Determination and Intrinsic Motivation in Human Behavior. It is 

developed as an important concept in psychology that refers to the capacity of each 

person to make decisions and control their own life. In psychological health and well-

being, this potential plays a significant role. Self-determination makes people know 

they are in control of their decisions and lives. It also influences motivation — people 

are more inspired to take action when they feel like what they do is going to have an 

impact on the end. 

In the Self-Determination Theory (SDT), people need to feel the following in 

order to achieve psychological growth: 

Competence refers to people needing to master their roles and learn various 

skills. If people believe they have the skills they need to succeed, they are more likely 

to take steps to help them reach their goals. Relatedness refers to people needing to 

feel a sense of belonging and connection to others. And lastly, Autonomy refers to 

people needing to feel in control of their own actions and goals. (Cherry, 2019). This 
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feeling of being able to take direct action that will result in positive change plays a 

key role in encouraging people to feel self-determined. 

In relation to that, self-determined students are more likely to feel motivated to 

achieve growth. For this research, one learning intervention that could boost the 

student’s motivation is to do the Flipped Classroom Strategy. It is stated that the 

flipped classroom practice tends to be more flexible than normal teaching practice.         

Students opt to be more responsible because they have time to grasp the 

lectures that are being taught on the video or any other medium that is used and they 

can have a background of what they are about to study (Persky & McLaughlin, 2017). 

Therefore, the more responsible a student is, the more productive and creative they 

can get.  

The use of other learning interventions such as SlideShares and Youtube 

videos can be connected to an intrinsic motivation called autonomy. Autonomy is 

referring to an individual’s urge to have control of their actions and achieving their 

goals (Cherry, 2019). In easier words, it refers to a person being independent and 

responsible. Apropos of that, students tend to learn independently with these 

interventions that can help them manage their learnings because they have their time 

in their hands.                                                     

In engaging in other activities aside from schoolwork, relatedness is referred 

to because students can have someone to help them gain extrinsic motivations as it 

tackles mostly on the rewards they receive. By that, students feel motivated because 

they have the desire to interact with others and they gain extrinsic rewards (Cherry, 

2019). 
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Figure 1. Predictor-Criterion Model of the relationship between learning 

interventions and the level of productivity and creativity of SHS of CFA 
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their productivity (1 – least 
productive; 10 – most 
productive) 
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The model of this research illustrates the relationship between learning 

interventions and the level of productivity and creativity of senior high school 

students in Catholic Filipino Academy. The former, the left side of Figure 1, is the 

Predictor variable whereas, the latter, the right side of Figure 1, is the criterion 

variable. 

 

 

 

 

METHODOLOGY 

Research Design 

This study utilized the use of a survey approach to gather its needed data to 

come into a conclusion that will provide an effective insight into the topic studied 

during the COVID-19 pandemic. The main goal of the research was to find which 

intervention works best for students to improve the levels of creativity and 

productivity of students; therefore, a descriptive approach was utilized to achieve the 

objective of the study.  

Participants of the Study 

The researchers chose the senior high school students of Catholic Filipino 

Academy (CFA) as the respondents of the study. The SHS students of CFA have a 

population of 215. A sampling method was used to generate an appropriate number of 

samples. The researchers used the Slovin’s Formula (see Figure 2) with a 9.7% 

margin of error, and arrived at a sample size of 71. Simple random sampling was 

implemented to select the 71 samples, to give all students an equal chance to be 

included as participants of the study.  
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𝑛𝑛 = 𝑁𝑁
(1 + 𝑁𝑁𝑒𝑒2)  

Figure 2. Slovin’s Formula 

 

 

 

 

 

 

Table 1. 

Demographic Profile of the Respondents 

Categories Total Number (N) Percentage (%) 

Age   

15 3 4.20% 

16 19 26.80% 
17 26 36.60% 

18 15 21.10% 

19 6 8.50% 
20-21 2 2.80% 

Sex   

Male 23 32.40% 

Female 43 60.60% 

Prefer not to say 5 7% 
Grade Level   

11 42 59.20% 
12 29 40.80% 

Strand   

ABM 15 21.10% 

Arts and Design 11 15.50% 

HUMSS 15 21.10% 
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STEM 30 42.30% 

Type of School (Before the Pandemic)   
Traditional 54 76.10% 

Homeschool 17 23.90% 
 
 

Table 1 shows the demographic profile of the respondents. The first part 

shows that the ages of the respondents range from 15 - 21 years old. The most number 

of respondents is age seventeen, which accounts to 26 respondents (36.6%); followed 

by age sixteen, with 19 respondents (26.8%); then students that are aged eighteen and 

nineteen gathered 15 and 6 respondents respectively (21.1% and 8.5%); The second 

part shows the difference in the proportion of males, females and those who prefer not 

to say. Of the respondents, 23 (32.4%) are males, 43 (60.6%) are females, and 5 (7%) 

preferred to keep their sex confidential. The third part shows the number of Grade 11 

and 12 students who answered the survey questionnaire. Among the respondents, 42 

(59.2%) were in Grade 11, and 29 (40.8%) were in Grade 12. The fourth part shows 

that the majority of the respondents belonged to the STEM strand, consisting of 30 

respondents (42.3%). The strands ABM and HUMSS both have 15 respondents 

(21.1% both), while 11 of the respondents (15.5%) were in the Arts and Design 

strand. Finally, the sixth part represents the 54 respondents (76.1%) who were in 

traditional school before the COVID-19 pandemic. It shows that they chose to enroll 

in a homeschooling program in the school year 2020-2021, while the remaining 17 

respondents (23.9%) were homeschooled even before the pandemic. 

 

Table 2. 

Awareness of the Respondents on the Interventions 

Categories Yes % No % 
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1. Respondents who are Aware of the 
Flipped Classroom Strategy Approach. 

16 22.5% 55 77.5% 

2. Respondents who have encountered the 
Flipped Classroom Strategy Approach in any  
their classes before the pandemic. 

33 46.5% 38 53.5% 

3. Respondents who have encountered the 
Flipped Classroom Strategy Approach in 
any of their classes during the pandemic. 

28 39.4% 43 60.6% 

4. Number of teachers who have Uploaded 
Lectures in an Offline Environment before 
the pandemic. 

28 39.4% 43 60.6% 

5. Number of teachers who have Uploaded 
Lectures in an Offline Environment during 
the pandemic. 

46 64.8% 25 35.2% 

6. Number of respondents who were made 
to watch Online Videos by their Teachers 
to Explain School Topics before the 
pandemic. 

55 77.5% 16 22.5% 

7. Number of respondents who were made 
to watch Online Videos by their Teacher to 
Explain School Topics during the 
pandemic. 

65 91.5% 6 8.5% 

8. Number of respondents who were 
Engaged in Other Activities Aside from 
School Activities by their Teacher before 
the pandemic. 

52 73.2% 19 26.8% 

9. Number of respondents who were 
Engaged in Other Activities Aside from 
School Activities by their Teacher during 
the pandemic 
 

36 50.7% 35 49.3% 

 
 

Table 2 shows the respondents’ awareness as regards the interventions 

identified in the study. In item 1, out of the 71 respondents, 55 (77.5%) were not 

aware of the Flipped Classroom Strategy Approach, while 16 (22.5%) were aware. In 

item 2, 38 respondents (53.5%) have not encountered the Flipped Classroom Strategy 
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in any of their classes prior to the beginning of the COVID-19 pandemic, while 33 of 

the respondents (46.5%) have encountered it. In item 3, 43 respondents (60.6%) have 

not encountered the Flipped Classroom Strategy in any of their classes during the 

COVID-19 pandemic, while 28 (39.4%) have encountered it. In item 4, 43 of the 

respondents' teachers (60.6%) did not upload lecture discussions in an offline 

environment before the pandemic, while 28 of the respondents' teachers (39.4%) did. 

In item 5, 25 of the respondent's teachers (35.2%) did not upload lecture discussions 

in an offline environment during the pandemic, while 46 of the respondent's teachers 

(64.8%) did. In item 6, 16 respondents (22.5%) were not made to watch online videos 

explaining school topics before the pandemic, while 55 respondents (77.5%) were 

made to do so. In item 7, 6 (8.5%) participants were not made to watch online videos 

explaining school topics during the pandemic, while 65 (91.5%) participants were. In 

item 8, 19 respondents (26.8%) were not engaged in other activities, aside from 

school works or school activities, by their teacher before the pandemic, while 52 

(73.2%) were engaged. And lastly, in item 9, 36 respondents (50.7%) were engaged in 

other activities, aside from school works or school activities, by their teacher during 

the pandemic, while 35 (49.3%) were not engaged. 

 

Instruments 

For this study, the instrument that was used to gather data was a structured 

survey questionnaire form, which consists of four sections. The first section contains 

the respondent’s profile and a screener which determines whether he/she is qualified 

to be a part of the survey. The second section consists of questions that determine 

whether a respondent experienced the various learning interventions before and 

during the COVID-19 pandemic. The third and fourth sections make the respondents 
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rate their productivity and creativity, respectively, depending on the situations or the 

learning interventions introduced.  

 

To establish reliability and validity of the research instrument used, the survey 

questionnaire underwent approval by a research adviser. Pretests were also conducted 

to SHS students that were not part of the samples taken. Then, upon the advice of the 

research adviser and the responses of the students who were taken as pretest 

respondents, necessary corrections to the questionnaire had been made.  

Data Gathering Procedure 

The gathering of the data was done through an online survey questionnaire. 

Due to the COVID-19 pandemic, the researchers decided not to do the printed survey 

questionnaire because face-to-face meeting was prohibited, as per quarantine rules 

imposed by the Philippine government. The online survey questionnaires were 

distributed using Google Forms and were accessed by students that were selected 

through simple random sampling. After receiving their responses, statistical tools; 

mean, variance, and standard deviation were applied.  
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RESULTS  

Students’ Productivity Levels 

Table 3.  

Mean Productivity Level of CFA SHS students in Doing School Works Before and 

During the COVID-19 Pandemic and their Variances 

Situation Mean Productivity Level Variance 

Before Pandemic 6.93 2.77 

During Pandemic 6.89 4.07 
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Figure 3. Distribution of the Level of Productivity of CFA SHS students in 

Doing School Works Before the COVID-19 Pandemic 

            Figure 4.  Distribution of the Level of Productivity of CFA SHS students in 

Doing School Works During the COVID-19 Pandemic 

Table 3 shows the mean productivity level of SHS students in CFA, as well as 

their variances before and during the pandemic. Figure 3 and 4 on the other hand, 

show the distribution of the level of productivity of the students in doing their school 

works, before and during the COVID-19 pandemic, respectively, where 1 is the least 

productive and 10 is the most productive. 
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It is shown in Table 3 that there is no significant difference in the mean 

productivity level of SHS students in CFA when it comes to doing their school work 

before and during the pandemic. However, by looking at the variance, the data is 

more spread for the latter compared to the former. To analyze this further, in Figure 4, 

it is seen that there are more students who tend to have productivity levels below 7 as 

compared to Figure 3, where the productivity levels tend to concentrate at 7 and 8. 

Interesting results were found because some students became more productive when 

the pandemic occurred than when there was still no COVID-19 threat. This is the case 

because the proportion of the students whose productivity level is 9 or 10 is higher in 

Figure 4 than in Figure 3. 

 

Table 4.  

Mean Perceived Productivity Level of CFA SHS students in Doing School Works 

Depending on Intervention and their Standard Deviations 

Intervention Mean 
Productivity 

Level without 
Interventions 

Mean Productivity 
Level with 
Introduced 

Intervention 

Difference SD 

Flipped 
Classroom 
Strategy 

6.89 7.07 0.18 1.86 

Upload PPT to 
Slideshare 

6.89 7.80 0.91 1.86 

YouTube 
Videos to 

Supplement 
Online Learning 

6.89 7.51 0.62 1.77 

Engaging in 6.89 7.41 0.52 2.18 



 
 

 

23 
 

Other Activities  
 

 

 

 

 

 

 

 

Figure 5. Distribution of the Perceived Level of Productivity of CFA SHS students in 

Doing School Works if the “Flipped Classroom Strategy” Intervention is Introduced 



 
 

 

24 
 

  

Figure 6. Distribution of the Perceived Level of Productivity of CFA SHS students in 

Doing School Works if Teachers Upload their PowerPoint Lecture Slides in 

SlideShare in case Students Can’t Join the Online Live Classes 

 

Figure 7. Distribution of the Perceived Level of Productivity of CFA SHS students in 

Doing School Works if Teachers Introduce YouTube Videos to Students to Supplement 

Online Live Classes 
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Figure 8. Distribution of the Perceived Level of Productivity of CFA SHS students in 

Doing School Works if Teachers Engage Students in Other Activities Aside from 

School Works or School Activities 

 

The difference between the mean productivity level of students before the 

pandemic, and when an intervention is introduced, does not result in a significant 

change in their perceived level of productivity; however, the intervention that resulted 

in the best improvement in the perceived level of productivity among students, 

ranking first among the other interventions, is when teachers “Upload PPT to 

SlideShare”. The second ranking intervention is “YouTube Videos to Supplement 

Online Learning”; and the third is “Engaging Students in Other Activities Aside from 

Schoolwork.” 

To analyze it further, take the top 2 levels of productivity per intervention. In 

Figure 5, 22.5% of CFA SHS students have a productivity level at 8, and 21.1% of the 

students have a productivity level at 7; in Figure 6, 25.4% of the students have a 

productivity level at 10, and 21.1% of the students have a productivity level at 8; and 

in Figure 7, 26.8% of CFA SHS students have a productivity level at 8, and 23.9% of 
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the students have a productivity level at 7. In Figures 5 to 7, after the top 2 

productivity levels, the percentage points drop at the 3rd or 4th highest productivity 

level. In Figure 8, the top 4 productivity levels have almost the same percentage 

points, with 21.1% at 7, followed by 19.7% at 8, then 18.3% at 10, and 16.9% at 9. 

 

 

 

 

 

 

 

Student’s Creativity Levels 

Table 5.   

Mean Creativity Level of CFA SHS students in Doing School Works Before and 

During the COVID-19 Pandemic and their Variances 

Situation Mean Creativity Level Variance 

Before Pandemic 7.20 3.85 
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During Pandemic 7.23 3.05 

 

 

Figure 9. Distribution of the Level of Creativity of CFA SHS students in Doing School 

Works Before the COVID-19 Pandemic 

           

Figure 10.  Distribution of the Level of Creativity of CFA SHS students in Doing 

School Works During the COVID-19 Pandemic. 

Table 5 shows the mean and variance of the creativity level of CFA SHS 

before and during the pandemic. Figure 9 and 10 on the other hand, show the 
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distribution of the level of creativity of the students in doing their school works, 

before and during the COVID-19 pandemic, respectively, where 1 is the least creative 

and 10 is the most creative. 

There is no significant difference in the mean creativity level in doing their 

school works before and during the pandemic. However, by looking at the variance, 

the data is more spread to the former compared to the latter. To analyze this further, in 

Figure 9, it is seen that there are more students that tend to have creativity levels 

below 8 and 7, respectively, as compared to Figure 10, where the creativity levels 

tend to concentrate at 8 and 7.  

 

 

 

Table 6. 

Mean Perceived Creativity Level of CFA SHS students in Doing School Works 

Depending on Intervention and their Standard Deviations 

Intervention Mean 
Creativity 

Level without 
Interventions 

Mean Creativity 
Level with 
Introduced 

Intervention 

Difference SD 

Flipped 
Classroom 
Strategy 

7.23 7.14 -0.09 1.75 

Upload PPT to 
Slideshare 

7.23 7.51 0.28 1.67 

YouTube 7.23 7.31 0.08 1.61 
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Videos to 
Supplement 

Online 
Learning 

Engaging in 
Other 

Activities  

7.23 7.46 0.23 1.78 

 

 

Figure 11. Distribution of the Perceived Level of Creativity of CFA SHS students in 

Doing School Works if the “Flipped Classroom Strategy” Intervention is Introduced. 

 

Figure 12. Distribution of the Perceived Level of Creativity of CFA SHS students in 

Doing School Works if Teachers Upload their PowerPoint Lecture Slides in 

SlideShare in case Students Can’t Join the Online Live Classes. 
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Figure 13. Distribution of the Perceived Level of Creativity of CFA SHS students in 

Doing School Works if Teachers Introduce YouTube Videos to Students to Supplement 

Online Live Classes 

  

Figure 14. Distribution of the Perceived Level of Creativity of CFA SHS students in 

Doing School Works if Teachers Engage Students in Other Activities Aside from 

School Works or School Activities 

 

The difference between mean creativity level of students before the pandemic, 

and when an intervention is introduced, does not result in a significant change in their 
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perceived level of creativity; in fact, the creativity of the students decreased when the 

Flipped Classroom Stat was introduced. The intervention that resulted in the best 

improvement in the perceived level of creativity among students, ranking first among 

the other interventions, is when teachers “Upload PPT to SlideShare.” The second 

ranking intervention is when teachers Engage students in other activities aside from 

schoolwork; and the third being, the “YouTube videos to supplement online 

learning”. 

 

To analyze it further, in Figure 11 and 12, the data is concentrated on 

creativity levels 7 and 8, then the percentage points drop at the 3rd highest creativity 

level and so on. In Figure 13, while the data is concentrated at creativity levels 7 and 

8, the proportions are not as high compared to Figures 11 and 12. In Figure 11, 32.4% 

of the respondents have creativity level 7, and 22.5% of the respondents have 

creativity level of 8; in Figure 12, 28.2% of the respondents have creativity level 7, 

and 21.1% of the respondents have creativity level 8; while in Figure 13, 28.2% of the 

respondents have creativity level 7, and 26.8% of the respondents have creativity level 

8, then some of the data points are also concentrated at creativity level 5 with 12.7% 

of respondents, which explains the high standard deviation for that intervention. As 

for Figure 14, the data points spread at creativity levels 5 to 10, which is why it 

exhibits a high standard deviation. 
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DISCUSSION 

Before the COVID-19 pandemic, the mean productivity and creativity level of 

students was 6.93 and 7.20, respectively; when the COVID-19 occurred and the 

lockdowns started, the mean productivity level decreased by 0.04, while the mean 

creativity level increased by 0.03. Apropos of this, the mean productivity and 

creativity level before and during the pandemic is not significant. 

The interventions that yielded the highest increase in the student’s level of 

productivity are, Uploading PPT slides to SlideShare; followed by YouTube Videos to 

Supplement Online Learning; then Engaging in Other Activities Aside from School 

work.  

The interventions that yielded the highest increase in the student’s level of 

creativity on the other hand is, Uploading PPT slides to Slideshare, Engaging in 
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Other Activities Aside from Schoolwork, and YouTube Videos to Supplement Online 

Learning.  

The findings of this study on which type of intervention boosts a student’s 

creativity effectively correlates with the studies made by Chtouki et. al, about how 

YouTube benefits students in their learning capability, as long as the content is 

relevant to the school topic; and a study by Bartsch and Cobern (2003), tackling the 

subject of using PowerPoint and how it showed that students who were exposed in the 

PowerPoint strategy performed better compared to those who have not, also 

suggesting the importance of having relevant content in presenting the PowerPoint 

slides. Another type of intervention which yielded a high productivity level of 

students is ‘Engaging in Other Activities Aside from Schoolwork.’ This is correlated 

with the recommendations in the study of Kaushik et al. (2020), that to improve the 

productivity of employees, employers must engage them in other activities aside from 

work, though more research is needed on this particular topic, especially on which 

‘activities’ are needed in helping students with their creativity and productivity.  

 

Conclusion 

Based on the final results of the study, the most common type of intervention 

which yields the highest increase of a student’s level of productivity and creativity is 

when their teacher will upload PowerPoint lecture slides in an offline environment 

such as “SlideShare” so they could read the lessons in case they could not join the 

online live classes. Based on the results, the learning interventions can be concluded 

effective in boosting the productivity of SHS, but not as effective when it comes to 

boosting their creativity.   
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Recommendation 

Based on the conclusion drawn from the study, the following are recommended. 

● Teachers should not only try the interventions that increase the level of 

productivity and creativity of the students, but also validate and ensure the 

materials and strategies used in the teaching intervention; that is, that the 

content is in line with the school topic. This is further reinforced by the studies 

of Chtouki et. al (2012); Bartsch, R., and Coberm, K (2003), in which their 

findings share the same concept in terms of using these strategic interventions 

when it comes to teaching; that these are effective learning tools, but including 

material that are not relevant to the topic can be harmful to a student’s learning 

capability, and the validity of the content must be checked to ensure its 

relativity to the school topic, by the teachers themselves.  

● Further studies are also recommended using data from college students, 

introducing new learning interventions that fit their environment. 
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APPENDIX 

Survey Questionnaire 

 
 

I. Respondent’s Profile/Screener 

 

1. Name: 

2. Age: 

3. Sex:       

   [  ]   Male 

   [  ]   Female 

4.  Grade Level: 

   [  ]   Grade 11 

   [  ]   Grade 12 

   [  ]   Neither (Note: End the survey if this is the respondent’s answer.)   

5. Academic Strand: 

               [  ]   HUMSS 

               [  ]   STEM 

               [  ]   ABM 

               [  ]   Arts and Design 

6. School:   

   [  ]   Catholic Filipino Academy Homeschool 

   [  ]   Others (Note: End the survey if this is the respondent’s answer) 

7. Were you in a traditional school before the COVID-19 pandemic? 

  [   ] Yes 

  [   ] No 

 

II.   Interventions Done in CFA 

 

Q1.  Are you aware of a “Flipped Classroom Strategy” approach? 

            [  ] Yes (Note: Proceed to Q2) 

            [  ] No (Note: Proceed to Flipped Classroom Strategy concept) 

 Concept of Flipped Classroom Strategy: 
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Step 1:  The teacher will make you watch a video introducing a school topic. You can 

watch the video at any time you wish. 

Step 2:  A few days after the teacher assigned you the video that you need to watch, 

you are to engage in an online discussion via ZOOM where you, your classmates, and 

the teacher will share your thoughts on the video that you have watched. 

Q2.  Did you encounter a “Flipped Classroom Strategy” approach in any of your 

classes before the COVID-19 pandemic began? 

            [  ] Yes 

            [  ] No 

Q3.  Did you encounter a “Flipped Classroom Strategy” approach in any of your 

classes during the COVID-19 pandemic? 

            [  ] Yes 

            [  ] No 

Q4.   Before the COVID-19 pandemic, did your teacher upload their PowerPoint 

lecture discussions in an offline environment such as SlideShare? 

            [  ] Yes 

            [  ] No 

Q5.   During the COVID-19 pandemic, did your teacher upload their PowerPoint 

lecture discussions in an offline environment such as SlideShare? 

            [  ] Yes 

            [  ] No 

Q6.   Before the COVID-19 pandemic, did your teachers make you watch YouTube 

videos, aside from actual or online live discussions, to explain school topics? 

            [  ] Yes 

            [  ] No 

Q7.   During the COVID-19 pandemic, did your teachers make you watch YouTube 

videos, aside from actual or online live discussions, to explain school topics? 

            [  ] Yes 

            [  ] No 

Q8.  Before the COVID-19 pandemic, did your teachers engage you in other activities 

aside from school works or school activities? 

            [  ] Yes 

            [  ] No 
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Q9.  During the COVID-19 pandemic, did your teachers engage you in other 

activities aside from school works or school activities? 

            [  ] Yes 

            [  ] No 

 

 

III.   Student’s Productivity 

 

 

 

 

INSTRUCTIONS: 

 

A. For Q10 and Q11, please rate your own level of productivity in doing your school work or 

activities. Tick the box of your answer. 

 

B. For Q12 to Q15, please predict your level of productivity in doing your school work or activities 

based on the different scenarios. Tick the box of your answer. 

 

(NOTE:  1 – Least Productive 

               10 – Most Productive) 

 

Please read the questions carefully and answer the questions as honestly as possible. 

 

  1 2  3 4 5 6 7 8 9   10  

Q1

0 

How productive were you in 

doing your school work before 

the COVID-19 pandemic began? 

           

Q1

1 

When COVID-19 hit the country 

and the lockdowns started, how 

productive are you in doing your 

school work? 

           

Even with the COVID-19 pandemic, education continues. For the next set of questions (Q12-Q15), we 

will provide you with different scenarios and we would like you to rate yourself on how productive 

you would be in your school work or activities based on that specific scenario. 

 

 
NOTE:  Productivity is defined as your capability to do a lot of work 



 
 

 

42 
 

 

 

How productive would you be if: 

Q1

2 

Your teacher will engage you in 

a “Flipped Classroom Strategy” 

approach? 

           

Q1

3 

Your teacher will upload 

PowerPoint lecture slides in an 

offline environment such as 

“SlideShare” so you could read 

the lessons in case you can’t join 

the online live classes? 

           

Q1

4 

Your teacher will make you 

watch YouTube videos that are 

related to the topic, other than 

online live classes? 

           

Q1

5 

Your teacher will engage you in 

other activities aside from 

school work or school activities? 

           

 

 

 

Q16.  The current intervention used by CFA is effective in promoting your 

productivity when it comes to accomplishing your PBAs. 

          [  ] Strongly Disagree 

          [  ] Slightly Disagree 

          [  ] Neither Agree nor Disagree 

          [  ] Slightly Agree 

          [  ] Strongly Agree (Skip Q17) 

Q17.  What type of intervention(s) can help improve your ability to perform 

productively? (You can tick more than 1 box)  

          [  ] Teachers using the “Flipped Classroom Strategy” approach 

          [  ] Teachers uploading PowerPoint lecture slides in an offline environment 

such as SlideShare in case you can’t join the live online classes 

          [  ] Teachers making you watch YouTube videos aside from online live classes 
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          [  ] Teachers engaging you in other activities aside from school works or school 

activities 

          [  ] Others, please specify: 

________________________________________________  

Q18.  The current intervention used by CFA is effective in promoting your 

productivity when it comes to accomplishing your Quizzes and Exams? 

          [  ] Strongly Disagree 

          [  ] Slightly Disagree 

          [  ] Neither Agree nor Disagree 

          [  ] Slightly Agree 

          [  ] Strongly Agree  

 

IV.   Student’s Creativity 

 

 

 

 

INSTRUCTIONS: 

 

C. For Q19 and Q20, please rate your own level of creativity in accomplishing your school work or 

school activities. Tick the box of your answer. 

 

D. For Q21 to Q24, please predict your level of creativity in accomplishing your school work or 

school activities based on the different scenarios. Tick the box of your answer. 

 

(NOTE:  1 – Least Creative 

               10 – Most Creative) 

 

Please read the questions carefully and answer the questions as honestly as possible. 

 

  1 2  3 4 5 6 7 8 9   10  

Q1

9 

How creative were you in 

accomplishing your school work 

before the COVID-19 pandemic 

           

NOTE:  Creativity is defined as your capability to use your imagination or 
original ideas to create or accomplish something. 
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began? 

Q2

0 

When COVID-19 hit the country 

and the lockdowns started, how 

creative are you in 

accomplishing your school 

work? 

           

Even with the COVID-19 pandemic, education continues. For the next set of questions (Q21-Q24), we 

will provide you with different scenarios and we would like you to rate yourself on how creative you 

would be in accomplishing your school work or school activities based on that specific scenario. 

 

 

How creative would you be if: 

 

Q2

1 

Your teacher will engage you in 

a “Flipped Classroom Strategy” 

approach? 

           

Q2

2 

Your teacher will upload 

PowerPoint lecture slides in an 

offline environment such as 

“SlideShare” so you could read 

the lessons in case you can’t join 

the online live classes? 

           

Q2

3 

Your teacher will make you 

watch YouTube videos that are 

related to the topic, other than 

online live classes? 

           

Q2

4 

Your teacher will engage you in 

other activities aside from 

school work or school activities? 

           

 

 

 

Q25.  The current intervention used by CFA is effective in promoting your creativity 

when it comes to accomplishing your PBAs. 

          [  ] Strongly Disagree 

          [  ] Slightly Disagree 

          [  ] Neither Agree nor Disagree 

          [  ] Slightly Agree 
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          [  ] Strongly Agree (Skip Q26 then end survey) 

Q26.  What type of intervention(s) can help improve your ability to perform 

creatively? (You can tick more than 1 box)  

          [  ] Teachers using the “Flipped Classroom Strategy” approach 

          [  ] Teachers uploading PowerPoint lecture slides in an offline environment 

such as SlideShare in case you can’t join the live online classes 

          [  ] Teachers making you watch YouTube videos aside from online live classes 

          [  ] Teachers engaging you in other activities aside from school work or school 

activities 

          [  ] Others, please specify: 

________________________________________________  

 

 

 The researchers would like to thank you for your time and effort in 

participating in this survey. Please be assured that all of the information you provided 

in answering this form will remain confidential and will only be used for the sole 

purpose of this study. 
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Towards More Humanizing Pedagogies in Teacher Preparation:  
Responding to the Dual Pandemics of COVID-19 and Systemic Racism 

 

The COVID-19 global pandemic forced many institutions of higher education to abruptly 

re-imagine teacher preparation programs. Many university-based teacher education programs 

abruptly shifted from largely in-person coursework to remote, virtual learning environments. At 

the same time, the United States experienced an additional pandemic of what some have termed 

“The Wokening,” (Buck, 2020) or the realization of systemic racism brought about by the 

eruption of state violence, ongoing historical trauma, and the persistent devaluing of Black lives. 

The murders of Ahmaud Arbery, George Floyd, Breonna Taylor, and Elijah McClain heightened 

the public consciousness of the parallel pandemic of structural racism experienced by BIPOC 

(Black Indigenous People of Color) throughout the country. As students and faculty grappled 

with the impacts of these dual pandemics on our teaching and learning, the instructional 

disruptions offered opportunities to critically re-examine the practices and policies of teaching 

within our program (Ellis et al, 2020). In this paper, we draw upon multiple theories of critical 

pedagogy to explore the ways in which our pre-service teachers experienced humanizing 

pedagogical approaches (Bartolomé, 1994; Salazar, 2013). Employing duoethnography methods 

(Norris et al., 2012), we collectively reflect on our pedagogical practices and critically examine 

to what extent we enacted humanizing pedagogies. We share two narratives that highlight the 

ways in which teacher educators can work with students towards developing a critical 

consciousness (Bartolomé, 1994; Carter Andrews et al., 2019; Salazar, 2013; Freire, 1970), both 

individually and collectively. This paper provides timely considerations and recommendations 

for educators considering enacting more humanizing pedagogies during the COVID-19 global 

pandemic and beyond. 

 



Informing Literature 

Humanizing Pedagogies 

Humanizing Pedagogies stems from the Paolo Freire (1970) vision of humanization as 

“the process of becoming more fully human as social, historical, thinking, communicating, 

transformative, creative persons who participate in the world.” (Salazar, 2013, p. 126)  In order 

to become more fully human, individuals become increasingly conscious of their presence in the 

world as a means to both individually and collectively reimagine their social world (Salazar, 

2013; Freire, 1970). Humanizing pedagogy is a revolutionary approach to instruction that 

“ceases to be an instrument by which teachers can manipulate students, but rather expresses the 

consciousness of the students themselves” (p.51) (Freire, 1970; Osorio, 2018) Central 

to  humanizing pedagogy is the development of critical consciousness (Freire, 1970, p.26)  which 

is “learning to perceive social, political, and economic contradictions, and to take action against 

the oppressive elements of reality (p.17). Educators who enact humanizing pedagogy work 

towards “mutual humanization” with their students through dialogue and problem posing 

education leading to action (Freire, 1970, p.56) Bartolomé (1994) argues that a humanizing 

pedagogy “values the students’ background knowledge, culture, and life experiences, and creates 

learning contexts where power is shared by students and teachers” (Bartolomé, 1994, p.190)  

Caring Pedagogies 

Valenzuela (1999) demands that schools engage students authentically rather than 

technically. She illuminates the obvious contradiction that where students are expected to care 

about school first, while minoritized students asked to be cared for first before they can care 

about school. Further, she notes that the sharing of stories opens the doors on relationship 



building. “The individual histories that students and teachers bring to their classroom encounters 

necessarily influence the chances for successful relationship building” (p. 71). 

Building on Noddings’s ethic of care (Noddings, 2005), with an emphasis on 

relationships, dialogue, and understanding, and Valenzuela’s model for caring(1999), Camarotta 

and Romero (2006)  braid three distinct theories on humanizing pedagogies for LatinX high 

school students: strand one, critical consciousness; strand two, authentic caring and promoting 

individual and collective relationships; and strand three, the creation and enactment of social 

justice curriculum. They propose a critically compassionate intellectualism building on critical 

consciousness, caring, and through curriculum that centers social justice. We were guided by this 

theoretical braid in creating caring, engaging learning communities. 

Culturally Sustaining Pedagogies 

As educators, parents, and now teaching educators we are informed and affirmed by 

culturally sustaining pedagogies (CSP). Paris and Alim’s CSP  call out the colonial project and 

white settler colonialism in general as a unidirectional assimilation process coded in laws and 

policies beginning in the 1500’s and continuing to the present day. CSP recognizes the 

importance and limitations of asset based approaches as sometimes static, traditional, and 

historicized over fluid and dynamic cultural invention and reinvention. Educators and schools 

continue to view students from a deficit perspective and even though research around based 

perspectives has been around for several decades communities of color continue to struggle 

through oppressive and dehumanizing education. CSP builds on the work of Culturally Relevant 

Education (Ladson-Billings, 1995) and Funds of Knowledge (Moll, 1992) 

 

Context 



We are faculty members of a public, regional university, currently enrolling 13,000 

students and graduating 3,000 annually. Founded as a Normal School in 1891, it has maintained 

a solid reputation for preparing teachers, preparing the largest number of educators in our state. 

In addition to the main campus, the university has eight centers around the state. The university 

centers are located in geographical areas that are generally culturally and linguistically more 

diverse than teacher candidates on the main campus.  

Positionality 

Susana identifies as a Mexican immigrant brought to the U.S. at nine years old. She is a 

first generation college graduate and professor. Maintaining her native language, revitalizing 

some of her indigenous language, and working in an English dominant geographic area has 

allowed her to resist subtractive assimilation and sustain multiple cultural identities. She lives in 

a multigenerational home, mother of two bilinguals. She taught in a public middle school 

bilingual program South Central Los Angeles. She is the only Mexican, or Hispanic, in her 

college. 

Grace identifies as a Korean American woman. She is the daughter of first generation 

Korean immigrants who came to the United States, shortly before she was born. She is mother to 

two school-aged biracial children. Prior to her work as a teacher educator, she was an elementary 

school teacher having worked in both bilingual and mainstream classrooms in public schools in 

the greater Chicagoland and Los Angeles areas. She is one of the few faculty of color working 

within her department in the teacher education program. Her primary role at the university is 

teaching students at the university centers. 

 

Perspectives from the Pandemic 



Being Seen 

 None of us signed up to teach or learn exclusively online. We reluctantly stepped into this 

portal. Covid-19 struck like a cannon, beginning with a bang and continuing with a whimper.. 

Institutions of higher education went into crisis mode. A pandemic was declared and we were to 

teach online with little preparation and no roadmap for what laid ahead. Many of us survived 

what we had hoped was a one short emergency. This continued through summer, then fall. Our 

students started the new term excited and concerned the pandemic stifled their opportunity to 

have a typical college experience. Faculty grappled with larger philosophical issues of student 

privacy and blurring the lines of public education. Like Jackson (2020), the thought of inviting 

my peers into my home as a college student would have been mortifying.The issue of equity and 

privacy were forefront for me and reading Jackson’s essay on video-classism provided me with 

the academic permission I needed to make the pedagogical decision to provide students with a 

choice to how they would show up to class. I adopted Dr. Torrey’s guidelines 

(https://docs.google.com/document/d/1RCAusK2l6lhCqgE_fHPkZDQBOXKPumXfIr-

QGgMzSHs/edit ) on “Using video to assess student attention in virtual class.” This infographic 

provides students with the option of turning their camera on or off. This document served to set 

the norms on day one of class. By providing students with a choice, their privacy, safety, equity, 

and social and emotional well-being were protected. Through social media I found many 

resources that aligned with my vision for humanizing pedagogies.  

Week five of the quarter I used Blobs, as an opening activity, with the prompt to locate 

which Blob you feel captures how you are feeling. I designed this activity thinking about Social 

and Emotional Learning (SEL) and modeled how I might use this k-12 students. I called for three 

volunteers. Once students located their Blob and volunteered to share, I asked them probing 

https://docs.google.com/document/d/1RCAusK2l6lhCqgE_fHPkZDQBOXKPumXfIr-QGgMzSHs/edit
https://docs.google.com/document/d/1RCAusK2l6lhCqgE_fHPkZDQBOXKPumXfIr-QGgMzSHs/edit


questions: What does the tree represent, or what does the branch represent, why is the Blob on 

the ground? As students shared, I noticed one student who had elected to have her camera on was 

taking some provocative selfies. I did not call her out but remembered to write her name down 

(we will call her Ms. Plaza). That week we were considering the social context of learners and 

class discussions were robust. Towards the end of class I gave them an exit task to write in the 

chat one question they had about the social context. As students submitted their questions, I 

thanked them individually and used that time to ask Ms. Plaza to stay and chat for one minute.  I 

stopped recording the class and asked her to locate which Blob she identified with. She was 

quick to state that she was the Blob on the right branch, sitting alone and staring away. I 

continued to ask probing questions of what her Blob was staring at. It was at that movement that 

she lost her composure and began to softly cry then wail. I paused, gave her time until she was 

ready to talk. She responded, “I just realized why I am failing my classes. I am a good student 

and I really want to be a teacher. Did you hear of a boy killed last month?” she asks. “That was 

my little brother. I did not realize why I was not able to concentrate until this moment.” The 

reflection the Blob provided was an epiphany to her which allowed her to understand her own 

social context for learning. After the fog of her tears lifted, she thanked me for seeing her. This 

could have gone another way. I might have reminded her of our class norms for participation and 

respect, I might have brought up knowledge, skills, and dispositions required of teacher 

candidates. She could have become defensive. Instead we shared a moment of loss and grief, a 

humbling moment of self awareness, and empathy. I recently lost my adult son and, I too, am 

grieving. This vulnerable, human moment, this portal, allowed us both to be seen. Ms. Plaza self-

corrected and demonstrated increased engagement during class and communicated consistently 

throughout the rest of the quarter. She struggled but, more importantly, she persisted. Those 



moments after class facilitated our journey for humanization as individuals and collectively. The 

specific pedagogical decision to use the BLOBs and to notice Ms. Plaza’s outwardly 

“inappropriate” behavior created space for critical reflection and action on both of our parts to 

remove barriers for her academic and emotional wellbeing. As educators we are responsible for 

promoting a more fully human world through our pedagogical principles and practices. 

Being Heard 

Shortly before spring quarter was to begin, as I learned that all coursework was going to 

be shifted online, I quickly moved towards modifying my plans for each of the four courses I 

was slated to teach. Like Susana, I looked to various online social networking groups on 

Facebook that quickly formed at the onset of the pandemic, to learn about ways to transition 

from face-to-face courses to virtual, online instruction. Being mindful of the turbulent times in 

which we were collectively experiencing, I made several significant adjustments in my courses 

to attend to students’ situations. All of these pedagogical decisions were divergent from the 

policies and practices of my course under “normal” circumstances in previous academic quarters. 

Some of these changes included removing a required textbook to purchase for each of my 

courses. As access to brick and mortar bookstores and online delivery became less accessible, I 

moved to looking for materials that were open access and readily available to students. Another 

change I made was the removal of any penalties or deduction on late work. All deadlines became 

“targets” and I encouraged students to submit their assignments as they were able throughout the 

quarter. One last intentional pedagogical decision that I made was to regularly “check-in” with 

my students. Because three out of the four classes I was teaching in spring were asynchronous, 

the ways in which I did this was primarily through weekly “announcements” distributed via the 

campus learning platform. I held weekly “office hours” on Zoom for each class so that students 



could check-in real-time regarding issues related to the course. These were attended well towards 

the beginning of the quarter, but as the weeks went on, attendance in these live sessions 

dwindled.  

As the spring quarter was coming towards an end, I received an email from a student 

from one of my four courses. Gina (pseudonym) was a student I first met two years ago when 

she entered the program in elementary education. Gina is enrolled at one of our University 

Center programs located in the northwest region of the state, a generally more culturally and 

linguistically diverse region than the rural location of our main campus.  Her program is 

rigorous- students majoring in elementary education, minoring in TESL (such as Gina) take 

roughly 5-6 classes each quarter throughout the two year program. Her student cohort is 

composed largely of “non-traditional” students (NCES, 2020). Many of them work full-time 

and have family caregiving responsibilities in addition to taking a full academic course load each 

quarter. Both faculty and students were notified by university administration shortly before the 

start of spring quarter that all instruction would be virtual in response to the global COVID-19 

pandemic. The spring quarter of 2020 was to be the final quarter of full-time methods 

coursework before Gina’s quarter-long culminating, student teaching experience. 

Because most of correspondence with students had been asynchronous via email and 

class announcements, I largely felt disconnected from the majority of my students.  This became 

increasingly so as the quarter progressed and I heard less from my students overall. I would 

check-in with my students with weekly emails, but the responses were few and sporadic. The 

few students that I did hear from shared the specific COVID-related challenges they and their 

families were experiencing, but for the most part, I was unclear as to whether any of the 

pedagogical decisions that I had decided to implement spring quarter were impacting my 



students. Gina’s email was a timely, welcome reflection on our collective experiences from my 

students’ perspectives:  

Dear Dr. Blum,  

I want to thank you personally for your support this quarter.  You are the only 

professor of the five total professors I had this quarter that I believe responded 

appropriately to courses post-COVID.  By removing the textbook from being a required 

purchase, to making assignments complete/incomplete, to accepting late work without 

penalty.  This all made a huge difference, not only for me, but all in my cohort... Among 

my cohort are several students with children home full-time, an essential worker putting 

in 12 hour shifts, two students diagnosed with COVID, one classmate with four family 

members who have passed away, one student with unreliable access to WIFI, and several 

classmates who were laid off/furloughed.  This was all before protests began in the 

streets... 

 You are the only professor who said the names Breonna Taylor, Ahmaud Arbery, 

and George Floyd.  Know that I noticed this, and that I also noticed that my other four 

professors remained silent.  You are the only professor of the five who showed solidarity 

with ASCWU's resolution to make finals optional.  When I read these two announcements 

back to back, mentioning their names, and your decision to show solidarity, I cried.  Out 

of relief, but mostly to know that at least one professor was modeling what they teach us 

to do as teacher candidates, provide education that is rooted in equity and compassion... 

Although I was somewhat aware of the challenges experienced by my students, Gina’s email 

highlighted how exceedingly difficult the hardships that my students were enduring during that 

time.  In particular, her noticings of instructional decisions I had made throughout the quarter, 



made visible the ways in which she had experienced a more humanizing approach towards 

education in my course versus her experiences in other courses.  

 Notably, I was drawn to Gina’s reflection on the impact of acknowledging and addressing 

the racial injustices that were personally impacting our students. I remember agonizing about 

how I should address the public killings of Ahmaud Arbery, Breonna Taylor, and George Floyd 

with my students meaningfully in light of the fact that all of my interaction with students was 

asynchronous, via email and through online discussion boards. I was scared of coming off as trite 

and yet I wanted to acknowledge the deaths and subsequent social unrest and protests which the 

current contexts in which we were teaching and learning. That these contexts should shape our 

experiences in the classroom and that as future educators, we should not steer away from 

engaging with the real, lived experiences affecting our experiences as learners and future 

educators.  

 Additionally, I was reminded of the importance of standing in solidarity, working 

collectively with our students. A simple move on my part, to stand in solidarity with the motion 

that the student government had requested- to make final assessments optional- was a move 

towards valuing and validating the experiences of my students.    

Invitation to Digital Humanizing Practices  

 In lieu of offering a prescriptive list of ways in which educators can enact more 

humanizing pedagogies, we invite educators to reflect on the following questions as we move 

towards integrating humanizing pedagogies in practice: 

 

 



• What are the ways in which we invite teacher candidates to engage with issues impacting 

them “outside the classroom” to inform their own learning within and across contexts? 

• How do we evaluate our students during these times? What measures are we using? How 

can we re-imagine our “grading” practices? 

• What are the ways in which penalizing our students for missing or late work lead 

towards/ work against student care? 

• What are the ways in which we encourage and facilitate students’ self-care, emotional 

health and well-being in our courses? 

• How do we facilitate safe learning spaces that we as teacher educators can also 

experience humanizing practices, feel cared for, and known? 

• When can teacher candidates have some time for casual conversation to simulate that 

“before class” to chat about class, or life, or Netflix? 

• Who and what are we learning from? Whose voices are we centering? 

• What are the ways in which our policies and practices reflect our commitment to co-

creating, shared dialogue, and collectively learning from one another? 

Conclusion 

While we were initially reluctantly forced into emergency online teaching believing it 

would be short term, our dispositions have shifted towards teaching and learning engagement 

online. We have been able to reclaim our humanity by purposefully engaging in authentic caring, 

offering opportunities to interrogate and question systemic practices and begin the process of 

developing critical consciousness in our teacher candidates and ourselves. In the future, we will 

continue to work towards cultivating humanizing, caring, socially justice oriented learning 

environments where both we and our students thrive.    



References 
 
 
Bartolome, L. (1994). Beyond the methods fetish: Toward a humanizing pedagogy. Harvard  

educational review, 64(2), 173-195. 

Buck, B.J. (2020). Realizing Wokeness -- White Schools, White Ignorance: Toward a Racially 

 Responsive Pedagogy [doctoral dissertation]. Retrieved November 26, 2020  

https://academiccommons.columbia.edu/doi/10.7916/d8-gbm8-4v91 

Camarotta, J. & Romero, A. (2006) A Critically Compassionate Intellectualism for Latina/o  

Students: Raising Voices Above the Silencing in Our Schools. Multicultural Education. 

Retrieved  November 27, 2020 

http://www.appstate.edu/~nelsenpj/rcoe/2400Spring11/Week2Readings/CammarotaRom

ero.pdf 

Carter Andrews, D. J.., Brown, T., Castillo, B. M., Jackson, D., & Vellanki, V. (2019). Beyond  

damage-centered teacher education: Humanizing pedagogy for teacher educators and 

preservice teachers. Teachers College Record, 121(6). 

del Carmen Salazar, M. (2013). A humanizing pedagogy: Reinventing the principles and practice  

of education as a journey toward liberation. Review of Research in Education, 37(1), 121-

148. 

Freire, P. (1970). Cultural action and conscientization. Harvard Educational Review, 40(3), 452- 

477. 

Huerta, T.M.  (2011) Humanizing Pedagogy: Beliefs and Practices on the Teaching of Latino  

Children, Bilingual Research Journal, 34:1, 38-57, DOI: 10.1080/15235882.2011.568826 

Jackson, T. (2020).   COVID-19 and Videoclassism: Implicit Bias, Videojudgment, and Why I’m  

Terrified to Have You Look Over My Shoulder. Retrieved on March 27, 2020 

https://academiccommons.columbia.edu/doi/10.7916/d8-gbm8-4v91
http://www.appstate.edu/%7Enelsenpj/rcoe/2400Spring11/Week2Readings/CammarotaRomero.pdf
http://www.appstate.edu/%7Enelsenpj/rcoe/2400Spring11/Week2Readings/CammarotaRomero.pdf
https://doi.org/10.1080/15235882.2011.568826


https://www.linkedin.com/pulse/covid-19-videoclassism-implicit-bias-videojudgment-

why-jackson/ 

Ladson-Billings, G. (1995). Toward a theory of culturally relevant pedagogy. American  

Education Research Journal, 32(3), 465-491. 

Mehta, R., & Aguilera, E. (2020). A critical approach to humanizing pedagogies in online  

teaching and learning. The International Journal of Information and Learning 

Technology, 37(3), 109–120. https://doi.org/10.1108/IJILT-10-2019-0099 

Moll, L. & Gonzalez, N. (1994). Lessons from research with language minority  

children.  Journal of Reading Behavior, 26 (4), 23-41. 

Noddings, N. (2005). ‘Caring in education’, The encyclopedia of pedagogy and informal  

education. [ https://infed.org/mobi/caring-in-education/. Retrieved: December, 12, 2020]. 

Nontraditional Undergraduates / Definitions and Data. (n.d.). Retrieved December 9, 2020,  

from https://nces.ed.gov/pubs/web/97578e.asp 

Norris, J., Sawyer, R. D., & Lund, D. (2012). Duoethnography: Dialogic methods for social,  

health, and educational research (Vol. 7). Left Coast Press. 

Paris, D. & H. S. Alim (2017). What is culturally sustaining pedagogy and why does it matter? In  

P.D. & A.H.S. (Eds.), Culturally sustaining pedagogies: Teaching and learning for justice 

in a changing world(pp. 1-21). New York: Teachers College Press. 

Trust, T. (2020). Rethinking teaching 2020. TorreyTrust. Retrieved September 2, 2020  

https://torreytrust.com/projects/ 

Valenzuela, A. (1999). Subtractive Schooling: U.S. Mexican Youth and the Politics of Caring. 

  Albany: State University of New York Press. 

Wilson, P. & Long, I. (2015). The Blob tree. Retrieved December 1, 2020  

https://www.linkedin.com/pulse/covid-19-videoclassism-implicit-bias-videojudgment-why-jackson/
https://www.linkedin.com/pulse/covid-19-videoclassism-implicit-bias-videojudgment-why-jackson/
https://doi.org/10.1108/IJILT-10-2019-0099
https://infed.org/mobi/caring-in-education/
https://nces.ed.gov/pubs/web/97578e.asp
https://torreytrust.com/projects/


https://www.pipwilson.com/p/blob-tree.html . 

Wilson, P. & Long, I. (2017). The big book of BLOB feelings. New York: Routledge 

 

 

 

https://www.pipwilson.com/p/blob-tree.html


 
 
Title of Submission: Resilience and the African American Superintendent 
 
 
Names of Authors:   Ed.D., Bernadeia Johnson, Ed.D., Lakisha Witter, Ed.D. Jason A. 
Kaufman, Ph.D., 
 
Authors Affiliation: Minnesota State University- Mankato 
 
Email Address of 
Authors: bernadeia.johnson@mnsu.edu, lakisha.witter@mnsu.edu,  jason.kaufman@mnsu.edu 
 
 
Abstract:  
 
We sought to explore the extent to which race might influence how African American 
superintendents cope with the stressors of their leadership roles and the presence of support 
while in such positions. In order to test this question, we recruited African American 
superintendents across the United States. We specifically measured their ability to cope with 
stressors and maintain resilience in leadership. African American superintendents indicated that 
they primarily utilized problem-based coping to navigate role stress and that they perceived 
themselves as successfully bouncing back from that stress. We offer a brief set of 
recommendations based upon these results to foster further coping and resilience among this 
remarkable group of leaders. 
 
 
 
 
 

mailto:bernadeia.johnson@mnsu.edu
mailto:lakisha.witter@mnsu.edu
mailto:jason.kaufman@mnsu.edu


1 

Determining the Learning Needs of Homeschoolers: A Case of Catholic Filipino Academy 
 
Maria B. Cequeña, Ph.D. 
Catholic Filipino Academy Homeschool 
maria.cequena@cfa.edu.ph 
 
 
Niña Svetlana M. Mendoza, M.A. Ed. 
Catholic Filipino Academy Homeschool 
svetlana.mendoza@cfa.edu.ph 
 
 

ABSTRACT 

 
Educational system in the Philippines continuously evolves. If before Filipinos generally 

preferred regular schools, today, more and more parents and students are now venturing into 
homeschooling programs where parents serve as teachers at home. This descriptive qualitative 
study aims to find out the types of homeschool learners that Catholic Filipino Academy cater to, 
the teaching strategies/learning activities that students perceived to be working well for them, 
and the way by which they want CFA mentors to respond to their learning needs. Open-ended 
questions validated by a language expert were sent via email and messenger to 30 Grade 11 and 
20 Grade 12 students.  However, only twenty-three students sent their responses. The data 
gathered from the responses were coded based on themes and frequency count was applied. The 
study reveals the following findings: (1) A majority of the senior high school students surveyed 
in this study are visual learners while some are auditory and kinesthetic learners. Visual learners 
learn well by reading textbooks and other materials; auditory learners, by listening to discussion 
and kinesthetic learners, by doing. (2) As regards challenges that they encountered in their 
studies, they stated  lack or limited knowledge on topics of their subjects, noise in the classroom, 
social media use and limited teacher feedback as challenges that hinder their learning. (3) On 
teaching strategies, use of powerpoint presentation with great slides appealed most to visual 
learners, lectures and thorough discussion to auditory learners, and uploading videos to 
multimodal learners. (4) Finally, most of the  students perceived that their learning needs can be 
met by uploading materials such as powerpoint presentations of lessons and engaging 
instructional videos to google classroom, and prompt responses to students’ queries about the 
lessons and school requirements via email. Hence, for any homeschooling program to be 
effective, educational support and constant communication with students and parents are 
imperative. 
 
 
Keywords: homeschooling, teaching strategies, learning activities 
 
 
INTRODUCTION 
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 Homeschooling or home education, according to Alberta Education Organization (2010), 
“is when a parent has decided to retain responsibility for educating the child.”  Homeschooling 
was conceptualized by its founder, John Holt, in the 1970s as a non formal education known as 
“unschooling” to liberate the children from rote learning in traditional schools. Holt argued that 
children until age 9 should be schooled at home by their parents  to provide them with a solid 
educational, psychological, and moral foundation. Homeschooling in the United States 
continuously evolves to what it is today. Its primary goal is to provide the learners with quality 
education and to prepare them for leadership roles in society. Accdg to Dr. Brian Ray, 
“homeschool population is continuing to grow at an estimated 2% to 8% per annum over the past 
few years” (Ochoa, 2019).   
 In the Philippines, homeschooling is recognized by the government. However, a 
homeschooling provider needs a regular school as its affiliate to monitor its operations.   For the 
past few years,  the homeschooling population has grown exponentially. If before parents were 
skeptic with the idea of homeschooling, today, more and more parents are venturing into 
homeschooling their children. In 2019, about 12,000 families were estimated to be 
homeschoolers (Homeschool Defense Legal Association, 2019). 
 Catholic Filipino Academy (CFA) is the first homeschooling provider in the Philippines 
that offers senior high school programs in 2017 a year after the implementation of the K-12 
educational system in the Philippines. Since, senior high school subjects are mostly technical and 
discipline-related, parents may find it hard teaching these subjects to their children. This paved 
the way for Catholic Filipino Academy to  offer two programs for senior high school students: 
(1) blended learning, and (2) home study program (online learning). Blended learning is a 
combination of online and face to face instruction. Face to face sessions happen in classrooms 
where teachers meet their students once a week every Tuesday and on two Mondays of the 
month to discuss lessons in core and major subjects. Online learning, on the other hand,  requires 
homeschoolers to  watch online videos to supplement their lessons in some subjects, take online 
quizzes, and upload their projects in Google classroom.   On the other hand, home study program 
provides students independent study where they are left on their own in learning lessons in 
prescribed textbooks with the guidance of their parents. They take online quizzes and exams and 
upload projects via Google Classrooms. Teachers check their outputs and provide feedback.  
 
 During the third year of operation of the Senior High School Program of Catholic 
Filipino Academy, the researchers noticed that a number of students had difficulty complying 
with school requirements. To address this concern, the researchers felt the need to improve its 
academic programs through gathering data from the homeschoolers to address their learning 
needs. The main objective of this research is to determine the learning styles of CFA senior high 
school students, the challenges they experienced that affect their learning,  the teaching strategies 
and practices that they consider work for them, and their recommended ways on how to address 
their learning needs.  
 
  
 
REVIEW OF RELATED LITERATURE 
 

While several studies on homeschooling focus on the reasons why parents homeschool 
their children, the comparison of academic performance of traditionally schooled and 
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homeschooled students,  and the assessment of  social skills of homeschooled students, a dearth 
of research is focused on the homeschoolers’ learning needs. This study aims to fill in that 
research gap.  This study is focused on homeschoolers’ learning needs considering their learning 
styles, their challenges in learning in the homeschooling setup, their perceived teaching strategies 
that work well for them, and their recommendations to address their learning needs.  
 
Needs Assessment  and Assessing Learners’ Needs 
 
  
 A “need” is a gap between the learner’s current level and his expected level. In order to 
fill in this learning gap,  needs assessment is necessary to plot future action. Needs assessment, 
as defined by the Office of Migrant Education (2001) is “a systematic set of procedures that are 
used to determine needs, examine their nature and causes, and set priorities for future action” ( 
p.2).  
 

Office of Migrant Education (2001) proposed a three-phase model  of Needs Assessment.  
Phase 1 of the model is Explore What Is. This phase determines the current state of the learners 
following these steps: organizing a committee responsible for identifying the learning needs, 
identifying major goals, determining need indicators, identifying data sources, and deciding on 
preliminary priorities.  Phase 2, gather and analyze data,  consists of the following steps: 
determining target groups, gathering data to describe needs, prioritizing needs, identifying and 
analyzing causes of the persistence of learning needs, and summarizing findings.  Finally, Phase 
3 is Decision-Making which consists of these steps: setting priority needs, identifying possible 
solutions, selecting solutions, proposing an action plan, and preparing a report.  
 
 Needs assessment is pivotal to effective teaching (McKimm & Swanwick, 2009).  
Assessing learners’ needs is essential in order for educators to tailor their instructional 
approaches and strategies to students’ learning styles in order to maximize their learning. 
 
 
Learning Styles 
 

Learning style refers to the way an individual learns and processes information.  There 
are many different learning styles, however, this study focuses on the common learning styles by 
Barbe, Swassing, and Milone (1979). Visual learners learn well through visual images such as 
graphic organizers, texts, powerpoint presentations, videos, and the like. Auditory learners learn 
effectively through listening to information. Some activities for auditory learners include 
listening to  lectures, reports, conversations, group discussions, and the like. Kinesthetic learners 
learn by doing practical  applications of concepts learned.  
 

Several studies have proven a strong positive correlation between students’ learning 
styles and academic performance across age groups (Nja et al, 2019; Barokah et. al, 2019; 
Fatemeh & Camellia, 2018; Vaisnab, 2013). Hence, it is recommended that teachers should 
match the teaching styles to students’ learning styles to maximize their learning  (Awla, 2014; 
Nja & Umali, 2019). 
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Whatever learning style a student uses in processing information, he/she encounters 
challenges that may hinder learning. 
 
Challenges That Hinder Learning 
 

Homeschooled students, just like the traditionally schooled ones,  also encounter 
challenges in learning. Some of these challenges can be distractions caused by social media,  
lack or limited knowledge in school topics and processing of instructional materials like 
textbooks, supplemental readings, online videos, and other resources that use technical language. 
 

Studying independently is not that easy for teens. At this stage, adolescents are not yet 
mature enough when it comes to setting priorities. They are more often than not tempted to 
prioritize leisure over studies. This explains why teenagers get distracted so easily by social 
media.  Social media has been influential on teens’ lives.  Among these social media platforms, 
Facebook is top in the list.  This is where they get to interact with their friends and families, 
browse through news feeds, write posts,  upload  photos,  watch Netflix, and play online games.   
With all these attractive features of Facebook, teens get distracted and lose focus on their studies 
(John, 2014)  

 
 Engaging in social media poses a great challenge on students since it has adverse effects 
on their studies. Mingle and Adams (2015) concluded that excessive use of Facebook affects 
SHS students’ academic performance negatively.  Jacobsen and Forste (2011) echoed a similar 
finding although their study did not only focus on Facebook but included other types of social 
media such as online social networks, emails, video online games, cell phone/IM, and the like. 
They posited that there is a negative relationship between the use of various types of electronic 
media and first- semester grades of university students.  The negative effect of social media use 
was attributed mostly to students’ heavy usage of social media.  On the contrary, if Facebook is 
used for information sharing, communication and collaboration relevant to school projects, 
Facebook can be a tool for learning (Mazman & Usluel 2010). 
 

Aside from social media, another challenge faced by young learners is their lack or 
limited knowledge of topics in their subjects. Anderson (1977) in his Schema Theory posited that 
students are able to process information easily if they have background knowledge of the topic.  
Hence, a student trying to learn a new concept will get overwhelmed without any background 
knowledge to bank on.  

 
Finally, learners get frustrated when presented with information written in technical 

language. If the information is new and written in the language that is difficult to comprehend, 
learners tend to avoid processing such information since bottom up or decoding of word meaning 
(LaBerge & Samuels, 1985)  and top down processing (activating prior knowledge) (Goodman, 
1967) cannot help them decipher its meaning.  

 
To address students’ challenges in learning, educators should think of ways on designing 

engaging learning activities that will orchestrate their understanding of complex concepts. 
 
Effective Teaching Strategies 
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Weimer (2013) presented some key principles to facilitate learning. These include 

allowing students to do more tasks, less telling on the part of teachers to enable  students to 
discover things on their own, doing instructional design more carefully, modeling explicitly to 
students how experts learn, encouraging students to learn from and with each other, creating 
climates for learning, and using evaluation to promote learning.  

 
Nja and Umali (2019), on the other hand, recommended to vary teaching strategies and 

methods to address different learning styles. As students vary in their learning preferences, so do 
teachers should strive to provide various learning experiences that address the different learning 
styles of students.  

 
         Next,  Senthamarai (2018) posited to  use interactive strategies for  learning. Interactive 
strategies involve students’ active participation in learning. Resilient Educator (2018) proposed 
some interactive teaching strategies which include brainstorming, think, pair and share, buzz 
session, incident process, and Question and Answer sessions. Brainstorming is an activity where 
students can be divided in small groups to brainstorm on a topic. Think, pair and share is done in 
pairs wherein each student is made to think first and write down his/her answers on a specific 
question or topic, afterwards, he/she is encouraged to pair with a classmate and discuss each 
other’s answers to the question posed, and finally, the teacher may call some volunteers to share 
with the whole class their answers. Buzz sessions are done with small groups of students 
discussing a single topic. Incident process is like a case study format wherein students are trained 
to solve real life problems. Finally, question and answer sessions allow students to write on 3x5 
index cards their three questions and their answers about the topic. During the lecture, the 
teacher will mix up these index cards, read the questions and answers of students.  
 Moreover, Sanchez (2010) suggested some interactive (student-centered) strategies to 
make students succeed in their academic endeavors. These strategies include providing students 
activities  to put their ideas into words to organize and clarify their thinking, connecting lessons 
and instructional materials  to students’ interests and real-life experiences, and providing 
students with a variety of learning activities either alone or with peers to  challenge their 
thinking.  
 While teaching strategies are important in making students engaged in classroom 
discussions and activities, equally important is the teachers’ ability to integrate technology into 
their classrooms. And this integration may prove to be challenging to some teachers (Chen, 
2008, Herold, 2015). Designing online instructional videos and powerpoint presentations and 
engaging online activities may be difficult for some teachers to do. This is an important skill that 
educators need to acquire because studies (Al-Hariri, & Al-Bataineh, 2016;Nja et al., 2019) show 
that integrating technology into classroom instruction has been proven effective to maximize 
students’ learning. 
        In a related study, Kosterelioglu (2016) found out that based on  students’ views,  using 
video clips  have “positive effects in arousing interest in the class (11.9%), concentrating during 
class (8.9%), improving memory in learning (27%) and providing intelligibility of the topic 
(7.9%). This implies that educational videos that are relevant to lessons have a facilitative effect 
on students’ learning.  
     
 On the whole, educators should be aware of the learning needs of their students, their 
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preferred learning styles, their challenges that hinder learning, and their perceived teaching 
strategies that are effective for them. From their perspectives, educators may align their teaching 
approaches to students’ preferred ways of learning and add those strategies that have been 
proven by research as effective in  maximizing students’ learning.  
 
 
Theoretical/Conceptual Framework 
 

Office of Migrant Education’s (2001 Three-phase model  of Needs Assessment was 
adapted in the study as its basis in implementing needs assessment of homeschoolers of Catholic 
Filipino Academy. Phase 1 of the model is Explore What Is. Senior High School Homeschoolers 
were identified as target group to explore where they were in terms of their learning styles, 
challenges that they encountered in learning academic lessons through home study or blended 
learning, instructional strategies/practices they considered effective for them, the challenges they 
encountered in learning, and their recommended ways by which CFA could address their 
learning needs. Survey questionnaire consisting of open-ended questions was drafted and 
validated to gather specific information from homeschoolers. Phase II refers to gathering and 
analyzing data through a survey questionnaire consisting of six open-ended questions. These data 
gathered from homeschoolers through a survey questionnaire  were coded and analyzed. From 
the results, CFA Senior High School Department proposed a plan of action (Phase III - Make 
Decisions)  to improve the curriculum design and teaching strategies to address students’ 
learning needs.  
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METHODOLOGY 
 

This descriptive qualitative study was conducted to identify the learning needs of senior 
high school students of Catholic Filipino Academy.  About 50 Grade 11 and 12 students were 
given a survey via email and messenger.  However,  only twenty-three students were able to 
complete the survey, 18 Grade 11 and 5 Grade 12 students.  The survey consists of six groups of 
open-ended questions validated by a language and research expert. The survey questions include 
the following: (1) What do you want us to know about  the way you learn? How do you  study? 
How can we engage you? (2) What  strategies work well for you? (3) What keeps you from 
understanding  something?  (4) How can we help you better  with digital technology? (5) What 
do you want to expect in your learning  space? (6) What mobile app or study apps do you use?  

Students’ responses were coded according to themes that correspond to each research 
question. Then, frequency count was done. Percentage was used to determine the preferred 
learning styles of homeschooled learners of Catholic Filipino Academy; the challenges that they 
experienced that hindered learning; the teaching strategies they believed would work for them; 
and their recommendations on how best CFA can address their learning needs.  
 
 
 
RESULTS AND DISCUSSION  
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Based on the data provided, the different learning styles of the participants were found 
and they were categorized as visual, auditory, and kinesthetic. 
 
Students’  way of learning or preferred Learning Styles 
 
 
 

 
 
Figure 1. Visual learners’ preferred ways of learning 
 
 
Figure 1 shows the visual learners’ preferred ways of learning new topics. 46% of the visual 
learners  cited reading their textbooks and instructional materials while 14% were writing notes 
while listening to class discussions.  Visual learners learn well visually. They get to understand 
and process information easily when they get to read the texts and instructional materials (Barbe, 
Swassing, and Milone, 1979). 

 
Figure 2. Kinesthetic learners’ preferred ways of learning 
 
 
On the other hand, in Figure 2,  a majority of the kinesthetic learners (67%) responded that they 
learn best by doing the activity or intended skill and by practicing this skill or activity every day. 
This finding was supported by Weimer (2013) citing the key principles by which students learn 
such as  encouraging them to do more tasks and allowing them to discover things on their own. 
The teachers should not spoon feed students with concepts that they have to learn, instead 
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provide them engaging and interactive activities where they will get to construct knowledge 
collaboratively through critical reflections (Resilient Educator, 2018).  

 
 
 
Figure 3. Auditory learners’ preferred ways of learning 
 
 
On the other hand, Figure 3 shows that the auditory learners cited listening to class discussions, 
repeating the information to themselves, asking questions in class, and discussing a topic with a 
classmate as their top answers. Providing these learning activities to auditory learners will 
maximise their learning.   
 
 

 
Figure 4. Multimodal learners’ preferred ways of learning 
 
Some participants also shared their learning preferences that involve the use of multiple learning 
styles, with 45% stating that watching instructional videos are helpful to facilitate 
comprehension. Other responses include knowing the correct answers, studying in advance, 
applying self-quizzing, and using active recall strategies. 
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Further, results show that most of the participants (80%) follow a study schedule with 20% of 
them studying at night. 
 
   Knowing the students’ learning styles can help educators plan their teaching strategies and 
learning activities that  will address students’ various learning styles. Studies have proven  a 
strong correlation between learning styles and academic performance (Nja et al, 2019; Barokah 
et. al, 2019; Fatemeh & Camellia, 2018; Vaisnab, 2013). Hence,  matching the teaching  
strategies to students’ learning styles will facilitate students’ learning  (Awla, 2014; Nja & 
Umali, 2019). 
.  
Challenges that hinder learning 
 

External and internal challenges in learning were mentioned by the respondents. A noisy 
learning environment, the use of social media, complex information that was not simplified 
during class discussions or printed in instructional materials, and limited feedback from teachers 
on one’s progress were external challenges said to obstruct effective understanding.  Whereas, 
one’s lack of background knowledge on a topic/subject, procrastination, lack of discipline, and 
unorganized mind were pointed out as the personal or internal difficulties that may affect the 
learning process. 

Apparently, students need a quiet environment to be able to focus on their learning. 
Another challenge is the distractions caused by social media. As John (2014) posited Facebook 
caused students’ distraction and this makes them unable to focus on their studies. Other studies 
have also pointed out that excessive use of Facebook affects SHS students’ academic 
performance negatively (Mingle and Adams, 2015).   

Another interesting result is that young learners considered limited or lack of knowledge 
as a hindrance to learning. Anderson (1977) in his Schema Theory posited that students are able 
to process information if they have background knowledge about the topic. Conversely, 
processing what one reads or listens to may prove to be difficult if he/she does not have any 
background knowledge on the topic. The more the text becomes complex to understand if it 
contains technical knowledge that is hard to decode.  

Finally, participants of the study mentioned that limited feedback from teachers also 
proves to be a challenge for them. Feedback is an important mechanism for learners to know 
their progress by identifying which concepts are comprehensible for them and which are not. 
Without teacher feedback, they  will never know whether their understanding of a certain topic is 
correct or not; hence  their learning can be hampered. To address this concern, educators should 
really provide timely feedback for students to understand academic lessons.  
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Instructional strategies that work for students 
 
 

 
Figure 5. Recommended visual strategies  
 
 

 

 
Figure 6.  Recommended auditory strategies  
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Figure 7. Recommended multimodal strategies 
 

The recommended visual strategies of the participants in Figure 5 were the use of 
discussion slides with great visuals (86%) and providing examples of the outputs for the projects.  
The recommended auditory strategies in Figure 6 include lectures (67%) and recorded audio files 
of the lessons (33%). Several multimodal strategies were also recommended (Figure 7) with the 
regular uploading of instructional videos in the school’s learning management system, attending 
the face-to-face classes, and studying with friends or peers as the top responses. Moreover, 
exemptions in taking the major exams, additional points in projects, and connecting the lessons 
to the interest of the students work well to motivate learning. Class instruction should also entail 
simplifying difficult concepts and accomplishing the class requirements with the guidance of the 
teachers. Additionally, students would want to have an encouraging learning environment with 
open and friendly communication with their teachers (67%).  

Considering the teaching strategies that the homeschoolers of Catholic Filipino Academy 
preferred, teachers, therefore, should use various teaching strategies and learning activities that 
will address students’ learning styles (Awla, 2014; Nja & Umali, 2019). 

Another interesting finding is that students perceive that they learn best if teachers would 
upload online videos to supplement their learning. This finding corroborates that of 
Kosterelioglu’s  (2016) study that shows that the use of video clips have improved students’ 
memory and intelligibility of the learning process.  

Finally, homeschooled students perceived that connecting the lessons to their interests 
will motivate them to learn. As Sanchez (2010) pointed out, learning is orchestrated by 
connecting the lessons to students’ interests and real-life experiences.  

 
 
 
 
 
 
Ways to respond to learning needs 
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The participants recommended different ways on how to address their learning needs in terms of 
instructional materials, communication, e-learning, and class instruction. Majority of them (43%) 
have shared that uploading the discussion slides of the lessons and instructional videos in the 
school’s learning management system will be ideal as learning materials to review during their 
free time. 67% stated to receive prompt responses from their teachers on online inquiries and 
obtain suggestions or tips on how to better understand the lesson or accomplish the class project. 
As for e-learning, most of the respondents would like the school to continue its use of the 
learning management system which includes Google Classroom and Moodle. For the class 
instruction, 45% of them opt to receive detailed instructions or tips in accomplishing their class 
projects and to be given a chance to apply their learning in creative ways other than the standard 
projects or outputs assigned in the class. 
 
 Furthermore, they also stated their ideal learning space that can contribute to facilitating 
learning. All of the participants stated that a relaxing, motivating, and fun environment will be 
conducive to learning. They prefer a simple space layout with separate classrooms for each class 
instead of one big hall. Furthermore, the presence of a teacher/support, a timely feedback system 
to track learning progress, and a flexible learning schedule were expressed as essential 
components of this ideal space. 
 
 As regards digital applications and websites that teachers can use to maximize their 
learning, students’ top answers include Khan Academy, Youtube, and Google classroom. Others 
have mentioned Quizlet, Edmodo, Facebook messenger, and Photomath as useful sites or 
applications for studying. 
 
 
 
Conclusion 
 

Most of our homeschooling students were visual learners and preferred different 
strategies in learning and instruction. They would like to thrive in a friendly learning 
environment and openly communicate with their teachers about their academic progress. They 
also prefer to have online instructional videos as supplementary materials for their learning. 
Hence, educators should design instructional materials and learning activities that match 
students’ learning styles. They should also establish open communication with their students so 
that the latter can consult regarding their challenges in understanding difficult concepts from the 
assigned readings. Finally, teachers should create instructional videos that are simple to 
understand and relevant to students’ interests and life experiences. They can also utilize 
educational videos that are easy to comprehend and that offer practical applications of academic 
concepts.  

 
With regard to the challenges in learning, a noisy environment, excessive use of social 

media, limited or lack of knowledge on topics/lessons, textbooks and instructional materials with 
complex or technical language, and  limited feedback from teachers are obstacles that they 
struggled in their homeschooling experience.  

 



14 

To facilitate learning, teachers should consider providing students with a quiet 
environment conducive to learning so that the students will be able to concentrate on the lessons 
being discussed in the classroom. The classroom must not be so quiet that it prevents students 
from engaging in educational discussions with fellow students. Teachers should also guide 
students to use social media as a tool for learning and to avoid activities that waste their time like 
posting photos and browsing at friends’ news feeds. As regards, limited knowledge on topics, 
teachers should teach students strategic reading such as highlighting important ideas in a text, 
writing notes or annotations to simplify a difficult concept, outlining key ideas of a text read, and 
researching for some background information on the key concept discussed in a text to 
contextualize it to facilitate text understanding. 

 
 

Digital apps and online learning materials were significant to keep the students  engaged 
(Uukkivi & Labanova, 2018, Australian Christian College, 2020). Hence, teachers should 
maximize the use of social media and digital apps as tools for learning.  Educators should set 
guidelines in the use of social media for learning and not for time-consuming social activities 
that distract them from their studies.  To expect positive learning outcomes using social media, 
educators have to plan and schedule their students’ learning activities and identify social media 
platforms appropriate to use.  
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This paper examines the ways in which the Japanese youth in the 

post-WWII decades used American popular music, particularly country and 

folk music, as a pedagogical tool to learn American culture and the English 

language and as well as to express their sense of dissent and generational 

identity. Country music was introduced to Japan in post-WWII years 

through radio programs that catered to U.S. military personnel stationed in 

Japan and enjoyed popularity among young Japanese; in particular, young 

men from wealthy and privileged families formed amateur bands, 

entertained and learned music and English from American troupes, and 

helped spread the music to the Japanese public.1 Folk music was introduced 

to Japanese audiences as collegiate music in the 1960s through 

commercialized recordings and live performances of American folk singers 
                                            
1 For a study on the ways in which American country music was 
domesticated in Japan from the 1950s through the 1970s, see Mikiko Tachi, 
“Cowboys, Rednecks, and Bluebloods: Domesticating Country Music in 
Japan,” Proceedings of the 14th Hawaii International Conference on Arts 
and Humanities (2016), 451-472. 
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such as the Brothers Four and Peter Paul and Mary. Despite their 

contrasting political associations in the U.S., both folk and country music in 

their early reception in Japan were perceived as wholesome music suitable 

for high school and college students, particularly those from respectable 

families, to study and perform.2 Both were associated with studying the 

English language, which was rapidly incorporated into school curriculum as 

a de facto compulsory subject in the 1950s and the 1960s.3 Experts on music 

also stressed the importance of studying the lyrics diligently, and earnest 

fans of country and folk music asserted the effectiveness of studying English 

through music. While both genres of music thus served as a means to study 

                                            
2 Mikiko Tachi, “The Folk Music Revival Then and Now: Politics, 
Commercialism, and Authenticity in Folk Music Communities in the U.S. 
and Japan.” Ph.D. diss., Brown University, 2009, Chapter 2. Folk music’s 
popularity coincided with the “Ivy fashion” boom in the 1960s, where young 
people, typically men, dressed themselves in clothes that were supposed to 
be worn by the upper class Americans. The Ivy fashion aficionados also used 
the language of school to characterize their activities and appropriated 
American culture to express their generational identity. See Mikiko Tachi, 
“Ivy Fashion, Folk Music and the Japanese Perception of American College 
Culture in the 1960s,” The Australasian Journal of Popular Culture 2-3 
(2013), 439-456. 
3 According to Takunori Terasawa, it was only in 2002 that English officially 
became a compulsory subject in junior high school, but in the 1950s every 
student at least once studied in school, and in the early 1960s, every student 
studied English for all three years of junior high school. Terasawa, “Nande 
Eigo Yaruno?” no Sengo-shi [The Post-war History of “Why do we study 
English?”] (Tokyo: Kenkyu-sha, 2014), iv, 22-50. 
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English and the American way of life, which young Japanese adored, they 

also provided young Japanese with tools to critique Japanese social mores 

and institutions. Through an analysis of memoirs and published interviews 

of musicians and audiences as well as periodical articles, this paper shows 

the ways in which young Japanese musicians and fans interpreted American 

popular music and made it their own.  

Country Music Lyrics as Textbooks 

Country musicians, fans, and critics in the 1950s agreed that lyrics are central 

to country music and that one has to study the text in order to fully appreciate the music. 

This is found in music magazines that catered to Japanese audience who were interested 

in American popular music, particularly Music Life, which resumed publication in 1951 

after a hiatus since its initial publication in 1946. A writer who wrote a monthly column 

“Tanoshii Uesutan [Fun Country Music]” in the magazine would analyze and comment 

on the musical structure and lyrics of representative country songs that were popular 

then. For example, in the August 1955 issue, he compared Webb Pierce’s recent hit song 

“You Are Not Mine Anymore” with Hank Snow’s “A Fool Such as I” to point out 
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melodic and chordal similarities, using transcribed musical notations of the two songs. 

He also wrote a detailed synopsis of the song lyrics in Japanese and encouraged the 

readers to listen to the song while fully understanding the lyrics. According to the article, 

he received dozens of letters from his readers in response to his previous article, who 

were avid country music fans. He was marveled by the studious nature of the fans: some 

of the readers would send him English lyrics of more than ten songs and requested that 

he translated them into Japanese, while others wanted him to provide more musical 

scores. Some asked him questions that would require professional knowledge to answer. 

He completed his article by stressing the importance of studying the lyrics earnestly to 

fully understand the meaning of the music, enticing his readers to “study hard 

together.”4  

 In the July 1957 issue of Music Life magazine, Takatada Ihara (1929-2014), 

the original member of one of the pioneering Japanese country music bands, Chuck 

Wagon Boys, wrote an article that evaluated the recent popularity of a young country 

music star Kazuya Kosaka in which he claimed that country and western music is 

                                            
4 Kaoru Fujii, “Tanoshii Uesutan [Fun Western],” Music Life, August 1955, 
44-45. 
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primarily meant for the lyrics to be enjoyed. He believed that country music lyrics 

should remain in English and criticized Kosaka for giving in to the music industry’s 

pressure and singing poorly translated lyrics and newly made Japanese lyrics.5  

Journalist and critic Eiko Oya (b.1941) wrote an essay in 1995 entitled 

“Country and Western Music Was My Youth” chronicling her life as an ardent country 

music fan in the 1950s, beginning with her encounter with Patti Page’s rendition of 

“The Tennessee Waltz” at the age of ten, when he elder sister played the song and taught 

her the song’s meaning. She got interested in country music primarily because she 

adored America, which led her to be interested in the English language and American 

songs. The economic disparity between the U.S. and Japan was such that:  

[T]he only snacks available [in Japan] were potatoes; bicycles, let alone, 

automobiles, were luxury items; clothes were only hand-me-downs and there were 

no ready-made clothes. But if you shift your attention to the United States, as 

shown in the comic strip Blondie, their huge refrigerators were filled with food (the 

refrigerator we had at home, on the other hand, had to be loaded with ice; 

otherwise it was merely an empty box) and the sandwich that [Blondie’s] husband 

Dagwood would make in the middle of the night looked so luxurious! [...] We 

would use a buster and a broom to clean; Blondie would use an electric cleaner 

called the vacuum cleaner. The Americans had everything that made a wonderful 

                                            
5 Takatada Ihara, “Kuruka Uesutan Buum: Kosaka Kazuya to Honpo 
Uesutan-kai [Will a Country Music Boom Come?: Kosaka Kazuya and the 
Japanese Country Music World],” Music Life, July 1957, 16-18. 
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life style possible. No wonder we adored America.6  

As she started studying English in junior high school, she worked hard so as to 

understand the country music lyrics. Studying country music turned out to be a hip and 

alternative way of learning English. She writes in her essay that she tells everybody that 

Hank Williams and Elvis Presley were her English teachers and that she is grateful to 

country music for teaching her so much about American culture and English. She 

learned English vocabularies and grammar by listening to, dictating, and memorizing 

country songs. She learned, for example, the difference between “make someone do 

something” and “let someone do something,” which are translated the same in Japanese, 

from another Patti Page song “Let Me Go, Lover,” which has a phrase “You make me 

weep” after the phrase “let me go.” In contrast, English sentences that appeared in 

school textbooks were boring, she recalled, such as that whales are mammals or that it 

snows in autumn in Canada.7 (The former example probably refers to the famous 

so-called “whale sentence” that appeared in English grammar books in Japan: “A whale 

                                            
6 Eiko Oya, “C & W koso Waga Seishun [Country and Western Music Was 
My Youth],” in Michio Higashi, ed., Kantorii & Uesutan Daisuki [We Love 
Country and Western] (Tokyo: Maruzen, 1995), 28. Blondie was an American 
comic strip that depicted a blonde wife and a lazy, sandwich-loving husband 
that was on Japanese national newspaper Asahi Shimbun from 1949 to 1951 
and weekly magazine Shukan Asahi from 1946-1956. 
7 Oya, “C&W koso waga seishun,” 36. 
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is no more a fish than a horse is.”)  

 Oya’s enthusiasm toward country music and her active involvement in the 

Japanese country music scene, such as frequenting a club (jazz kissa) and organizing a 

fan club, was met with skepticism by her peers who saw Western classical music as the 

only legitimate music. (In the 1950s, “jazz” was an umbrella term for all types of 

foreign, particularly American, popular music.) One student even accused her in front of 

the entire class of being involved in delinquent music after seeing her writing song 

lyrics in English on the blackboard. Oya also saw herself as a dissenting student who 

defied the social norm of how young women should behave. She would go to music 

events after school while still wearing her school uniform where young women were 

rarely seen. She would also bring a transistor radio to school and surreptitiously listen to 

country music programs in class through an earphone with its cable hid under her sleeve. 

She justified this by making sure that she took academics seriously and successfully 

secured admission to a prestigious high school and then to university.8 

 Iwan Fushimi, a professional translator who was also a member of an amateur 

country music band in his youth, wrote an essay entitled “Country, Mystery, Cowboy” 
                                            
8 Oya, “C & W koso Waga Seishun,” 34-35. 
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in 1995, reminiscing about his career and his love for country music. In it, he wrote 

about how his knowledge in country music lyrics helped him with his work of 

understanding and translating American novels. He also helped his colleagues who are 

unfamiliar with country music and were unable to translate certain passages. For 

example, he taught his colleague about the following passage: “Tammy Wynette sang a 

song about divorce, spelling out the word,” which refers to her song “D-I-V-O-R-C-E.” 

He also learned the meaning of “make” as in “make it to…” from the lyrics of Glenn 

Campbell’s “By the Time I Get to Pheonix” in which the singer sings, “By the time I 

make Albuquerque” and “By the time I make Oklahoma.”9 Fushimi asserts that English 

that appears in country music lyrics is “living English” and that he can learn useful 

expressions from the music.10 He cites an example of David Allan Coe’s “If You Ever 

Think of Me at All” to show that the word “if” is used to plead to someone, as found in 

such passages as “If you ever think to write me.”11 Fushimi thus regards country music 

lyrics as an English textbook that guides him to learn the language.  

                                            
9 Iwan Fushimi, “Kantorii Misuterii Kauboi [Country, Mystery Cowboy],” in 
Higashi, ed., Kantorii & Uesutan Daisuki [We Love Country and Western] 
(Tokyo: Maruzen, 1995), 138-139.  
10 Fushimi, “Kantorii, Misuterii, Kauboi,” 134. 
11 Fushii, “Kantorii, Misuterii, Kauboi,” 135-136. 
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 Folk Music as “Campus Music”  

Similar to the way country music found its receptive audience in the upper 

class youth of post-war Japan despite the music’s working-class origin and association 

in the U.S., American folk music was perceived in Japan as intellectual music suitable 

for college students during the early- to mid-1960s.12 Country music was also viewed in 

a similar manner as folk music in Japan in the 1960s. In 1965, an article in a monthly 

magazine for young Japanese men, Heibon Punch Deluxe, reported the emergence of 

“campus music”: folk and country music enjoyed popularity among college and high 

school students, with more than three hundred student-led folk bands and over fifty 

country bands. The students were drawn to the “strong and sincere” sound of country 

music and the “simple melody” of folk music.13 The writer for an article in the same 

issue viewed amateurism as the key to the appeal of the music and predicted that the 

music would foster “wholesome” associations between students of different colleges.14 

Yet another writer reported approvingly of students who favored “wholesome” music 

                                            
12 See Tachi, “The Folk Music Revival Then and Now,” Chapter 2.  
13 “W & F tokushu: kyanpasu no naka no ongaku” [Special Feature of 
Western and Folk Music: Music on Campus], Heibon Punch Deluxe, 
September 1965, 187.  
14 Kaoru Fujii, “Atarashii wakamono no uta” [New music of the youth], 
Heibon Punch Deluxe, September 1965, 190-191.  
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such as folk and country.15  

 The magazine also published a group interview of seven young amateur folk 

and country musicians who were in college and high school in 1966. The interview was 

conducted by Jimmie Tokita, who himself was a founding member of a country band 

Mountain Playboys, which he formed as a college student in 1957. The students agreed 

that the appeal of folk and country music was in their accessibility and prided 

themselves in their amateurism. At the same time, they talked about their experience of 

working hard to master the music. Tokita asked them if they could offer advice as 

“senpai” to younger students who wanted to be like them. The term senpai in Japanese 

refers to those who are senior in school and other organizations and has been often used 

by students to address elder students in school. One student answered modestly that 

since she was still in the position of being taught, she should not give any advice; she 

also regretted that as a singer, she had not learned to play musical instruments. Tokita 

concluded the conversation by stating that because the Japanese lack basic 

understanding of harmony and rhythm, they had to “study comprehensively” in order to 

                                            
15 Hiroyuki Takayama, “Uesutan to Foku no Rekishi [The History of 
Western and Folk Music],” Heibon Punch Deluxe, September 1965, 201. 
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become better musicians.16 The student musicians, including the interviewer who used 

to be one, thought of the music as something to be diligently studied and related their 

activities to school and learning.  

As folk music enjoyed commercial popularity in the mid-1960s, the magazine 

tied the increase in the sales of products related to folk music such as guitars, records, 

and music scores to the supposed unique quality of folk music.17 A music store owner in 

Tokyo was quoted as stating that songbooks of prominent American folksingers such as 

Peter, Paul and Mary and Joan Baez would be sold out as soon as they are on the shelf, 

as many college students would make sure to buy songbooks following their purchase 

of records. The author of the article explained that musical instruments, records, and 

songbooks were sold as a “set” because one had to practice diligently “in order to 

express the unique taste of folk music.”18  

 In October 1966, the magazine reported on the packed coffee house that 

recently opened in Shinjuku, Tokyo, which specialized in folk music. The owner had 

                                            
16 “W & F wa Boku-tachi no Uta [Western and Folk Music Is Our Music],” 
Heibon Punch Deluxe, September 1965, 204-207. 
17 “Kodo seicho o shimesu 20-dai no ongaku seikatsu repoto [Report of the 
Music Life of People in the Twenties That Shows the Rapid Economic 
Growth],” Heibon Punch, 19 September 1966, 18. 
18 “Kodo Seicho o Shimesu 20-dai no Ongaku Seikatsu Repoto,” 18. 
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taught many student folk bands prior to the opening of the coffee house, and he 

continued to teach as he offered guitar lessons for beginners every Sunday in the coffee 

house and made about 10 guitars available for customers to freely use. The article 

showed pictures of young people, mostly men, earnestly playing the guitar and enjoying 

themselves.19  

 The popularity of folk songs among young students was met with criticism by 

those who viewed them as inauthentic imitators of American folksingers. Yasushi 

Narabayashi, a medical doctor and author who had learned folk songs through 

participating in the civil rights demonstrations while he was a student in the US, 

lamented on the lack of social awareness in young Japanese who performed folk 

music.20 Narabayashi criticized the students not only for depoliticizing the music but 

also for their poor command of English and musicianship.21 His criticism revealed that 

                                            
19 “Wakamono tachi no resuto rumu [A Place Where Young People Can 
Relax],” Heibon Punch, October 17, 1966, 73-75. 
20 Yasushi Narabayashi, “Nihon no foku songu taikai wa yuryo gakugeikai 
da!?” [Japanese folk song concerts are school theaters with admission fee], 
Heibon Punch, 26 September 1966, 98-101. For a further analysis of 
Narabayashi’s criticism and the debate between him and the young folk 
musicians he criticized, see Tachi, “The Folk Music Revival Then and Now,” 
111-117. 
21 Narabayashi, “Nihon no foku songu taikai wa yuryo gakugeikai da!?,” 98, 
100. 
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he shared with Japanese musicians the view of folk music as something to be diligently 

studied, including the English language used and the historical and cultural context in 

which American folk music emerged.  

 As the depoliticized, idyllic “College Folk” period gave way to the 

“Underground Folk” period of the latter half of the 1960s in Japan, folk singers began to 

model on American folk singers of protest and expressed political dissent using 

American folk songs. Goro Nakagawa (b. 1949) was among the young pioneer singers 

who made songs to address their dissent and critique of society through an 

appropriation of American folk songs. He composed a song entitled “Jukensei Blues” 

set to the tune of Bob Dylan’s “North Country Blues” while in high school. The song 

was about the drudgery of a teenager’s life in Japan, which was centered on studying for 

the entrance examination to secure admission into university. The narrator of the song 

wakes up early every morning being sleep-deprived from studying late into the night 

and goes to school without breakfast. His mother pressures him to study hard and go to 

a prestigious university so that she will not lose face; she even tells him to deceive his 

friends so he can get ahead. Even though Nakagawa himself was reportedly not 
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particularly studious and did not experience the pressure and suffering his character 

endured, he gave voice to the many Japanese baby boomers who went though harsh 

competition to move up the social ladder by securing admission into prestigious 

universities, which selected incoming students based on entrance examinations that 

tested their academic skills.22 

 This paper showed that country and folk music in Japan in the 1950s and the 

1960s were perceived as music to be studied. Musicians, fans, and critics used the 

language of pedagogy such as school, teaching, and studying to understand the music. 

Both genres were strongly associated with the study of the English language. While 

initially serving as pedagogical tools to understand American culture, country and folk 

music, with varying degrees, provided musicians and fans with tools of expressing their 

dissent.  

 

                                            
22 Mikiko Tachi, “The Reception of American Folk Singers in the 
Underground Folk Music Scene in Japan in the late 1960s,” Proceedings of 
the Hawaii International Conference on Arts and Humanities (2009), 
3025-3027.  
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Defining Older Adults in the International Journal of Lifelong Education 

We conducted a systematic literature review of empirical articles in the 
International Journal of Lifelong Learning (IJLE) to uncover the definition(s) 
of “older adult.” We also looked at terms used to describe older adults. Older 
adults’ ages ranged from 45-75. Researchers used four terms between 2007-
2019 to define older adults: 1) third age; 2) chronological age; 3) birth years, 
and 4) seniors. Based on our findings, we explore areas for further discussion 
and research.       

 

The world population is aging, and life expectancy is increasing. Currently, 9% of the 

world’s population is age 65 or older, and it is expected that 16% of the world population will 

be age 65 or older by 2050 (World Population Ageing, 2019). As a result, educators and 

policymakers are increasingly interested in this population. However, the definitions of who 

is an older adult vary for educational and governmental purposes. For example, in the United 

States, individuals over age 65 are considered senior citizens and are eligible for Medicare 

(Medicare, 2020). Yet someone age 50 is regarded as an older adult and is eligible to attend 

the Osher Lifelong Learning Institute courses (Truluck et al., 2010).  

There is increasing interest in international empirical studies concerning older adults 

and their education and development (Chen et al., 2006). Given this increasing interest, we 

sought to understand what terms and definitions are used for this population in one 

international journal in adult education. As part of a more extensive literature review that 

focused on older adults’ portrayal, we extended Chen et al. (2008) research, and we reviewed 

articles written between 2007 and 2019 in several adult education journals. For this paper, we 

chose to check items in the International Journal of Lifelong Education. We chose this 

journal because of its prominence in adult education, its international focus, and attention to 

older adult learning and education issues.  

Method 

For our more extensive literature review, we conducted a literature search using the 

databases EBSCOhost and Proquest. We used search terms such as older adult, older adults, 



elder, and late-life. We only included empirical articles, and our final search yielded 33 

empirical articles.  

Findings 

Of the 33 studies reviewed, we found 19 qualitative studies, ten quantitative studies, 

and four mixed-method studies. Studies were conducted in the following countries: Australia, 

Canada, Germany, Hong Kong, Korea, Lebanon, and the United Kingdom. We found four 

terms or categories that authors of the IJLE used to define older adults: 1) third age; 2) 

chronological age; 3) birth years, and 4) seniors. Third age referred to Laslett’s (1989) 

explanation of participants in the studies as the period work ceased and the transitionary 

period of aging where one became dependent on another. The chronological age of the 

studies’ participants differed between the ages of 45 to 75 years. Birth years referred to 

generations like the Baby Boomers from 1945 to1965 (Hardy et al., 2017, 2019a; Hardy, 

Summers, et al., 2019). The term seniors also combined older adults as young as 55 years up 

to 88 years of age (Hachem, Nikkola, & Zaida, 2017; Leung, 2016; Narushima, 2008). We 

also found that only researchers explained how they defined the term “older adults. We assert 

that the term third age was the best definition used for older adults because it resembled the 

definition given by Findsen and Formosa (2011). They proposed the definition of older adults 

to be “people, whatever their chronological age, who are post-work and post-family, in the 

sense that they are less or no longer involved in an occupational career or with the major 

responsibilities for raising a family” (p. 11).  

Conclusion and Issues for Further Discussion 

A critical examination of this data brings up questions that warrant further discussion. 

First, while necessary for practical purposes, categorization of any group ignores the 

incredible diversity of people labeled as a senior, older adult, or third age. Placing individuals 

in a generational group such as Baby Boomers ignores the effect that race, class, gender, 



sexual orientation, education, and geographical location can have on the older adults’ 

experiences. More in-depth qualitative, case study research is needed to unearth the richness 

of older adults’ learning and development experiences. Ignoring the diversity of this 

population can lead to less effective instructional methods for them. Second, researchers need 

to give a rationale for WHY individuals of a particular age are included in the study. For 

example, why is 60 considered an older adult in one study, while 70 is the minimum age of 

inclusion in another? As we indicated, only one study gave a clear rationale for why a 

particular chronological age was older. Typically, a minimum age was given for study 

inclusion, with no justification given for that age. Our observation echoes others’ concerns 

about this issue (Findsen et al., 2011; Setoi et al., 2011). Our review prompts further 

questions for discussion: (1) How should an older adult be defined? (2) Who should be 

included in educational studies concerning older adults? (3) What potential effect do these 

age and category boundaries set on older adult learners’ types of research? Who is 

marginalized in this process? How do these parameters on research affect teaching older 

adults? A discussion of these questions at our roundtable may engender future research that 

serves this population better.  
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The Causes of the Lack of Integration of Arts into Mathematics Education 

 

 

Abstract 

 

Especially in recent years, schools are eliminating arts from primary school education because 

they want to reach specific goals. This derives in short-term global economy causes. But if a 

teacher wants to offer a full learning experience, arts enables additional ways to reach stronger 

knowledge. The teacher often does not have many options here.  

In this article, we will talk about three big reasons why such an education is not executive to 

the classroom. Arts is often not implemented or integrated in lessons because the curriculum 

does not sustain it; because of lack of diversified teaching methods; and because of incorrectly 

used results of knowledge testing. 

 

 

Keywords: mathematics, arts, lack of integration, education improvement, primary 

school 

 

 

Introduction 

 

Beane (2000) notes that a student needs to be taught interdisciplinary in order to achieve a full 

learning experience rather than learn unconnected facts by heart. Students cannot find links 

between the learning material of a given subject and other subjects or with daily activities 
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because the subjects are deeply focused on their own topics only. Students believe that 

mathematical content belongs to the mathematics lessons, fine arts to arts, sports to sport, and 

historical lessons to history. They behave like the acquired knowledge has no value after the 

assessment (Abt Perkins and Pagnucci, 1993; Dewey, 1965; Drake, 1998; Hinde, 2005; Parker, 

2005; and Reilly, 1997). Teachers believe the solution is the development of interdisciplinary 

learning of various subjects, which has an effect of connecting seemingly incompatible 

contents.  

Arts is a great subject which can enable development of holistic education. But educational 

systems, schools and teachers hold many causes why such education is not implemented: the 

lack of subjects’ integration in the curriculum structure; the lack of diversified teaching 

methods; and the incorrectly used methods of knowledge testing. 

Each factor is important and the solution in correcting the shortcomings is in curriculum 

improvement, in use of several different teaching methods, in a different way of using 

knowledge tests results (for example, the main reason for achieving high results on the national 

knowledge tests should not be the school reputation) and the final role holds the university 

which prepares students for the educational profession.  

 

 

The Curriculum Composition  

 

The first cause is that arts are already basically attributed to lower academic value in comparison 

with mathematics, languages, natural sciences, and social sciences. This is reflected in the 

curriculum structure. But fine art is more than just a drawing, a painting and a hanging picture 

on the display in the classroom. It's more than a sculpture placed on a shelf (Stevens, 2002, p. 

1). 

Good knowledge of arts history and various arts techniques enables the use of arts in everyday 

activities, as this knowledge affects the way of communication and learning comprehension. 

Fitzpatrick (1998) wrote in his article Indicators of Schools of Quality about the importance of 

cross-curricular objectives which connect the entire curriculum, as they give students a better 

understanding of related content from different school subjects. All subjects should be 

connected within the curriculum (not just arts and mathematics). Thus, a teacher who is aware 

of the importance of connecting arts with other subjects, is taught in a way as the student would 

receive knowledge through the "lenses" of arts (Instructor, 1999, p. 24). A student dismembers 

and solves problems in various situations. An effective artistic path to a solution is based on the 
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particular way of thinking and on the individual's skills, and not on the feeling that the teacher 

holds the unique and only correct answer. 

Chapman (1998) writes that the student experiences the arts education analytically instead of 

emotionally and transfers the acquired knowledge from this field to other disciplines. The 

student is able to quickly interpret an artwork– he only needs to be stimulated by a teacher. 

Exercise on interpretation enables him to use broad thinking outside of arts, for example, 

solving a long mathematical problem, reading a graph, in spatial abilities, in writing a fairy tale 

at language education, or at a chemical experiment. 

 

 

The Lack of Diversified Teaching Methods  

 

Teachers report the main reasons for using only a few teaching methods are the scarcity of time 

in the classroom, lack of ideas for such activities and the faculty does not prepare young teachers 

for such education. 

Stingy use of various teaching methods causes a lack of development of diverse talents and 

skills of students. Communication in fine arts is a talent and a skill at the same time, but not 

limited to natural features. As a student progresses in communication with learning the numbers 

writing, recognizing written numbers, recording  numbers, searching for the meaning of what 

is heard and read, arts is also a way of expressing through various techniques. Understanding 

arts gives new opportunities of thinking and organizing information. 

 

In order to achieve strong learning skills, students can work in a group, use brainstorming, 

questions, guided experiments, observing, defending their own ideas, finding contrasts, 

searching for different views of a particular form, and a number of other methods used 

alternately.  

 

Choosing a special teaching method which is different from everyday basic methods leads to a 

positive attitude towards new information, ideas and options. It unknowingly opens an 

opportunity to memorize in a different way. The learning contents will be understood by wider 

range of students and consecutively understanding creates attractive lessons. 

Champain (1998, p. 59) describes an example of a teacher who noticed a change in students 

when she began to use various teaching methods and connected two subjects: "The students 

became attentive to the connections and I watched with a satisfaction how they responded more 
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and more to them. Once they start with such learning, they search for it and find similarities in 

a number of occasions." 

 

 

Knowledge Testing Reasons 

 

Many schools find it important to achieve the highest possible results at the national 

examination of knowledge. In Slovenia, we fortunately have only one, strongly dominating 

government primary school, so there is no struggle between schools. But many schools in the 

world are considered to be high-quality schools when they are ranked high on the points scale. 

The more points a school gathers, the more freedom in adapting the curriculum to its own 

desires it has. In addition to the reputation, schools also find it important that higher points bring 

higher state financial support. Consequently, many schools intensely prepare students for 

national exams and therefore reduce or exclude contents and subjects which are not valuated 

(sports, arts, healthy living, moral education, etc.). Instead, they devote time to additional hours 

of mathematical drill, reading, enriching vocabulary, etc. 

If we assess intelligence, it should be assessed broadly, with all human abilities, and not 

narrowly, only in those subjects which seem to be important to the assessor (Sternberg, 1985).  

 

When a teacher is eager to use assessment in a student’s behalf, the knowledge can be checked 

by self-assessment. It enables the student to see what he had learned and created. He can write 

self-reflective about the achievement or report it to a schoolfellow, reconsider what he had 

created, and think about the process of thinking (metacognition). Self-assessment encourages 

learning, enables more control over what the student already knows, and how much he still 

needs to invest in achieving the desired result. A portfolio is one of the self-assessment ways in 

which the key results are collected through the whole educational process. A column and a 

report are also often used. In learning and assessing knowledge, the teacher should also offer 

the student the opportunity to express himself through drama, movement, arts, music, poetry, 

and other forms of creative expressions (Reid, 2003).  

 

 

Conclusion 
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To summarize, the integration of arts and mathematics reaches the mathematical goals, satisfies 

the diverse needs of students, and eventually produces stronger knowledge results for the 

school. But most importantly, the connection of these two objects diminishes the fear of 

mathematics for many students (Ashcraft, 2002). The student can easily imagine what the task 

requires from him, he can understand the content more accurately and thus acquires knowledge 

faster. 

Researches show that classes which achieve higher results in national knowledge tests are 

jointly interconnecting all subjects (Fitzpatrick, 1998). It seems unfair that only a small 

percentage of students receive such learning. Teaching and expecting from the student to gain 

mere basic knowledge and memorize by heart eliminates out of education creativity. The 

teaching that refers to the creative thinking consists of teachers' suggestions and ideas, which 

are the starting point for the student to independently transform, upgrade, research and presume. 

The student thus accustoms to flexible thinking and to look at things not only as they are, but 

also as they might have been or become (Sternberg, 1985). 
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Elementary School Online Teaching Strategies during COVID-19 Pandemic 

 

Abstract 

Elementary schools have closed worldwide due to the COVID‐19 pandemic already for the 

second time this year. During the first lockdown, in March 2020, teachers were trying to use 

different methods and develop strategies and ways of e-learning. As we expected the second 

lockdown in autumn 2020, the educational institutes have prepared for another online teaching 

period very well. We have established good practices during the first lockdown and developed 

some guidelines. Author Alison Yang summarized them: “Online Teaching: Do This, Not 

That” (Yang, 2020), which are given in this article. Those guidelines are successfully used in 

many online schools today. We present them in a chart (Yang, 2020, 

https://alisonyang.weebly.com/blog/online-teaching-do-this-not-that): 
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